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The politics of globalization have played a significant role in shaping the current state of 
education around the world. One of the most important elements of the new global agenda 
involves the politics of language. In the case of the African continent and other developing 
nations worldwide, language policy has become one of the most contested factors linked to 
achieving the ‘global imperative.’ Language is particularly vital because of its purported 
necessity in the design of developmental initiatives leading to economic recovery. In other 
words, the question of language has become synonymous with the politics of modernity and 
progress in most developing nations. Although language is sometimes overlooked, and some 
may very well argue insignificant, language use within a particular nation is now perhaps the 
single most important factor in determining its opportunities to access external economic aid 
from donor institutions and industrialized countries of the West. Given this premise, this study 
examines language policy and the important role it plays within the classroom, as well as across 
the educational system. This research specifically examines education policies related to 
language in the education system of the East African nation of Tanzania. 
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Background: Language and Politics in Tanzania 
The politics of globalization have played a significant role in shaping the current 
state of education around the world. One of the most important elements of the new 
global agenda involves the politics of language. More specifically, language policy in 
education has, in the case of the African continent and other developing nations 
worldwide, become one of the most contested factors linked to achieving the ‘global 
imperative.’ Language is particularly vital because of its purported necessity in the design 
of developmental initiatives leading to economic recovery. In other words, the question 
of language as it now stands has become synonymous with the politics of modernity and 
progress in most developing nations. And although sometimes overlooked (and some 
may argue insignificant), language use within a particular nation is now perhaps the 
single most important factor in determining its opportunities to access external economic 
aid from donor institutions and the industrialized countries of the West. Given this 
premise, this study examines language policy and the important role it plays within the 
classroom and across the educational system. This research specifically examines 
education policies related to language in the education system of the East African nation 
of Tanzania. 
In Tanzania, language policy debates in education have been raging since the 
country gained independence in 1961. The country was then known as Tanganyika, 
before the union with the Island[s] nation of Zanzibar. The language question in Tanzania  
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has spurred numerous national dialogues regarding the language of instruction in the 
country’s schools and educational system. Importantly, at the time of independence, 
Kiswahili was already established as the lingua franca of the country, although it was not 
the official language. It was not until 1967 that Kiswahili was designated as the country’s 
official language, and subsequently the language of instruction at the primary schools 
levels. M. Mulokozi (1989) argues “the decision to make Kiswahili the sole language of 
primary education…enhanced the status of Kiswahili as the language of education, and 
contributed directly to its subsequent rapid expansion terminologically and 
geographically (3). Furthermore, Casmir Rubagumya (1991) contends that it was through 
the promotion of the Kiswahili language that Tanzanians regained a sense of cultural 
pride and began to rebuild what they lost during colonial period. Rubagumya points out: 
In the late 60’s and early 70’s nationalistic sentiments were so high in Tanzania 
that people who spoke English in public were accused of having kasumba ya 
kikoloni, i.e. ‘colonial hangover.’…This was a period immediately after the 1967 
Arusha Declaration…a document which spells out Tanzania’s commitment to 
socialist and self reliant development strategy…this was a period where it was 
fashionable to express negative attitudes to English and when most practical steps 
towards promoting Kiswahili were taken (70). 
 
 In any case, for an extended period after independence, language debates had 
somewhat subsided, and the system, though not perfect, continued to produce its share of 
educators, students and scholars. The country educational system began to change in the 
era of globalization, as liberalization processes began to take form.   
As one of the so-called “underdeveloped” countries of the world, or rather, the 
Least Developed Countries (LDC), Tanzania is one of the many countries slated and, as 
of now embroiled in the global development agenda. I argue that in the case of Tanzania, 
the ever-powerful notion of globalization and its many accompanying agendas have 
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fueled new debates regarding language and language usage. However, as previously 
mentioned, language debates are not new to the African continent or other marginalized 
areas of the world. For instance, in Tanzania, Abdulaziz (as cited O’ Barr, 1976) refers to 
the complexity and debates surrounding language use. Abduaziz cites an incident that 
occurred prior to Tanzania’s independence that clearly illustrates the problematic usage 
of a dominant language over a local one in government or party politics: 
The annual meeting of T.A.A (The Tanganyika African Association) in 1947 was 
held in Zanzibar, attended by delegates from all parts of Tanzania. ‘The Chairman 
made his introductory address in English, whereupon a number of delegates 
protested and demanded that the speech be translated into Swahili…From that 
incident it was agreed that all future T.A.A meetings should be conducted wholly 
in Swahili (70). 
 
In this case, it took a collective effort of party members with locally generated 
dissent to overturn an unpopular decision in language usage.  Their efforts worked. 
Nevertheless, the manner in which current debates are being thrust forth is an entirely 
new occurrence. Over the years, there have been plenty of locally produced and on-going 
dialogues regarding language, specifically the language of instruction in schools. 
However, there seems to be a new phenomenon where the debates are ‘externally’ 
produced, and thus needing a local response. The external ‘forces’ that are now 
stimulating debate are purportedly under the auspices of globalization, with 
conditionalities subliminally written in as one of the required packages for aid to 
resuscitate struggling economies of developing nations. Analyzing the 1990 Jomtien 
Education for All conference, Lene Buchert (1993) foresaw a change in the way the 
resolution would affect poor countries. She points out : 
Education content is likely to be an area which will strongly be affected by 
increased donor coordination…Like structural adjustment programmes, there is a 
risk that donor coordinated educational programmes are designed and 
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implemented across the differences in individual recipient countries and in 
disregard of holistic sector considerations with the individual country. The… 
emphasis on cost, efficiency and effectiveness may reemphasise a Western 
curriculum rather than a locally adapted curriculum based on indigenous 
knowledge systems, socialization method and locally identified needs…and 
thereby impede locally designed innovative experiments in recipient countries 
(10) 
 
In most cases, the new debates are neither locally produced dialogues nor do they 
often include local perspectives. However, in the case that the dialogue does include local 
input, local technocrats and other government officials consulted are usually under 
tremendous pressure to comply with aid agencies. Thus, their responses are not fully 
addressed, or are dismissed altogether. This is so much so that because of the pressure 
applied to local officials, the end result of some policies does not reflect the reality or 
needs of the society. Such is the case in Tanzania. Birgit Brock-Utne (1995) echoes the 
sentiments of Tanzanian officials in these matters: 
Officials in the Ministry of Education, the Prime Minister’s office, the Planning 
Commission, the Institute of Curriculum Development…all stressed out that they 
had to accept tough conditionalities in order to get aid for the education sector. 
These conditionalities had to do with privatization of the education sector, 
especially the secondary schools, and liberalization of the textbook industry. They 
felt they were loosing complete control over the education sector and that 
countries like Sweden and Norway, which had earlier been supporters of Tanzania 
and their efforts in the education sector, were now more of less speaking the same 
voice as the World Bank (184). 
 
The issue of language has led many scholars and activists alike to point out that 
officials/policymakers need to re-think local language policies, as we are in danger of 
reverting to the old order of linguistic colonization instead of pushing for the integration 
and cooperation that the new agenda is demanding. With this concern in mind, Elana 
Shohamy (2006) posits:  
Language has become a tool for the manipulation of people and their behaviors, 
as it is used for a variety of political agendas in the battle of power, representation 
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and voice… [it has become] a political instrument…through language…group 
memberships are determined, leading to categories of “us” and “them”, inclusion 
and exclusion, loyalty and “foreign-ness”, “haves” and “have-nots”… [and] 
further as a tool for legitimizing people… (22). 
  
Language usage and language policy can also reflect progress and more 
importantly, modernity. A nation, or society that uses ‘civilized’ or leading languages 
(i.e. English, French) is considered to possess a “superior” civility. Moreover, through 
these leading languages one is seen as belonging to a civilized stratum of a particular 
group or society. Stuart Hall (1996) looks at the processes of modernity through what he 
terms as “formations of modernity.” He identifies four social processes key to modernity 
formation: political, economic, social, and cultural. According to Hall, these 
characteristics play a major role in defining the transition to modernity. Each of these 
characteristics are distinct, but have interacted with the others historically. Hall points 
out, “modernity, then, was the outcome, of not a single process, but of the condensation 
of a number of different processes and histories” (7). Later chapters will examine this 
notion of “a number of different processes and histories,” focusing on the spread of 
language and language use in education. 
Hall conceptualizes the notion of modern, which provides a definition of 
modernity. In this definition, modernity is not a recent phenomenon, but “carries a certain 
analytical and theoretical value” (8).  Hence, the following tenets describe the defining 
features of a modern society and its salient features. These include: 
1. The dominance of secular forms of political power and authority and conceptions 
of sovereignty and legitimacy, operating with defined territorial boundaries… 
2. A monetarized exchange economy, based on large-scale the large scale 
production and consumption of commodities for the market, extensive ownership 
of private property and the accumulation of capital on a systemic, long-term basis. 
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3. The decline of the traditional social order, with its fixed social hierarchies and 
overlapping allegiances, and the appearance of a dynamic social and sexual 
division of labor… characterized by new class formations, and distinctive 
patriarchal relations between men and women (8). 
 
Perhaps the most important feature of modernity is what Hall underscores as 
belonging to culture. Hall refers to the cultural aspect of modernity as that which was and 
is capable of “producing and classifying knowledge” (8). Hall credits this feature of 
modernity to the emergence of “a new intellectual and cognitive world, which gradually 
emerged with Reformation, the Enlightenment of the eighteenth century” (ibid). 
Furthermore, Hall points out that this new shift in Western thinking and the construction 
of modern societies has led to the “construction of cultural and social identities…a sense 
of belonging which draws people together into an ‘imagined community’ and the 
construction of symbolic boundaries which define who does not belong or is excluded 
from it” (ibid). In short, it is the emergence rather than the re-enforcement of the Western 
“othering’ processes that renders inferior all those outside its primary philosophical and 
historical scope.  
Ngugi wa Thiongo (1986) insists that language is culture and culture is language 
(15). Hence, another important premise of this study constitute culture, specifically, a 
form of cultural invasion under the aegis of modernization (Darder, 2004). It is noted 
here that resurfaced debates of the past two decades in Tanzania with regards to English 
as the counterpart to Kiswahili, have spurred sentiments of cultural invasion in some 
circles of the Tanzanian society.  
Susanne Scheech and Jane Haggis (2004), using Talcott Parsons’ five sets of 
pattern variables: type of relationships, type of interaction, identification, status and 
division of labor discussed what kind of culture is required for development and how 
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development changes cultural practices. They argue that some development theorists of 
the 1950’s and 1960’s held to the belief that developed societies should “promote modern 
cultural traits in Third World countries which would enable modernization to occur” (34). 
Further, they note that, “stronger achievement motivation could be instilled in individuals 
both through non-authoritarian socialization within the family and through Western-style 
education” (ibid.).  
M.J. Levy, Scheech and Haggis (2004) further point out “once the penetration has 
begun, the previous indigenous patterns always change; and they always change in the 
direction of some of the patterns of relatively modernized society” (36). In other words, 
Scheech and Haggis posit, “the implication of Levy’s argument is that modernization is a 
process of westernization, which will result in Third World societies resembling Western 
Europe and the United States” (ibid.). Serge Latouche (1996) takes this argument even 
further, arguing that “westernization is a two-pronged economic and cultural process: 
universal in its expansion and its history, reproducible through the West’s capacity to act 
as a model and through it’s identity as a ‘machine’” (50).  It has been precisely through 
policies anchored upon such imperialist notions that the legitimacy of non-western 
languages, such as Kiswahili, have been rendered suspect within the discourse of 
globalization and international economic aid. 
 
Purpose of Study and Key Research Questions 
Therefore, this research seeks to analyze the question of language policy and the 
key role it plays within a global context through the idea of a Western ‘machine’ with its 
penetrating notions of ‘modern cultural traits…’ and ‘stronger achievement motivation.’  
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Moreover, this study also hopes to question the validity of those claims and explore the 
impact of policies and practices emerging from such a worldview.  
Brock-Utne (1995) describes the phenomenon that is taking place in Tanzania and 
other underdeveloped countries as ‘cultural conditionality.’ The World Bank, the 
International Monetary Fund, and other bilateral donors to the educational sector of 
African nations, which have had a negative impact on educational undertakings of some 
developing countries, impose the conditionalities she describes here. Major 
‘prescriptions’ favored by the donor institutions, cuts in public expenditure, cost-sharing 
measures, reintroduction of school fees, and the liberalization and privatization of the 
schoolbook sector have contributed to declines in educational standards. More 
specifically, Brock-Utne describes cultural conditionality as follows.  
Conditionality set up by the lender or donor which has direct implications for the 
content of schooling, for instance, the insistence on text-books written and 
published abroad, the use of examination systems devised in the West, insistence 
on “international” (read: Western) standards and the negligence of African 
culture, including African languages (178). 
 
Therefore, the purpose of this study is to examine the debates around the language 
of instruction in Tanzania’s schooling system. At the center of these debates is the 
question of which language is suitable for education purposes--English, a foreign 
language, or the local lingua franca, Kiswahili? The following is the structure of the 
study.  
In the first chapter, I introduce the research, what I plan to argue and the 
methodology I use in the study. In the second chapter, I present developments in the 
politics of language in education, specifically those involving linguistic policies. This 
chapter also examines the rise of global English, as well as presenting alternative models 
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for education, proposing the notion of bilingual education as a possible solution to some 
of the contested education matters facing many societies including Tanzania. The third 
chapter examines post-independence Tanzania as a case study, specifically in language 
usage in the schooling system. The fourth presents data collected in the field that includes 
interviews with Tanzanian policy makers, educational officers, students, and scholars 
who have extensive knowledge of the development of language policy in the country. 
Chapter five discusses the research findings, examining two sides of the debate on 
language in education in the country. In chapter six, the research reflects on the study 
proposing a compromise of the two contesting sides of the language debate and conclude.  
 
Research Design and Methodology 
This study examines language policy and the important role it plays in the 
classroom, as well as the educational system. More specifically, it seeks to examine 
education policies related to language within the context of the educational system in 
Tanzania.  In Tanzania and the African continent, language policy has become one of the 
most contested terrains, given its link to achieving the ‘global imperative.’ It is 
particularly vital because of its purported necessity in the design of developmental 
initiatives through technology, leading to economic recovery. In other words, the 
question of language has become synonymous with the politics of modernity and 
progress in most ‘developing’ nations. Although sometimes overlooked as insignificant, 
language use in Africa is now perhaps the single most important factor in determining a 
country’s opportunities for access to external economic aid from global donor institutions 
or philanthropic institutions of industrialized countries of the West.  
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Despite this seemingly inextricable relationship, there seems to have been very 
little interest in researching the connection between language policy and globalization 
outside the national context. Robert Phillipson (2001) points out that “there is a 
considerable literature on globalisation, but language policy is accorded little attention in 
the work of economists and political scientists. Even ‘development’ researchers, 
including those specializing in education, seldom focus on language issues (187).”  This 
study is directed toward making a contribution toward filling this gap. 
Joseph Maxwell (2005) points out that “traditionally, what you bring to the 
research from your own background and identity has been treated as “bias”… rather than 
a valuable component of it… the researcher is the instrument of the research… separating 
your research from other aspects of your life cuts you off from major source of insights, 
hypotheses, and validity checks” (37-38). It is with this in mind that I say that the topic of 
language policy in Tanzania holds a significant and very personal interest to me. 
Moreover, this issue is one of the few that has failed to receive sufficient attention in the 
theorizing of global politics, particularly as this pertains to the impact of the English 
language. Phillipson (2001) asserts: 
There is still a striking absence of literature that brings the study of globalisation 
and English together…English is the dominant language of the global economy, 
markets are being unified, and language policy interlocks with all the other 
domains of social interaction and hierarchisation. As yet, there is little analysis of 
global English in this sense (187-188). 
  
 I am a product of Tanzania’s current language and education policy. I have 
shared similar agony and anxieties as students in Tanzania are currently facing. When I 
entered the academy, I always knew that I wanted my work to reflect the attributes of the 
continent of Africa and specifically Tanzania. However, I did not know exactly in what 
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direction my work would take me. It was not until I reflected deeper into my own past 
that I came to recognize and discover a painful experience associated with my early 
schooling experience, specifically to my experience with the language of instruction in 
schools.  
Although my journey began somewhat differently than most of my peers in 
Tanzania, I did experience similar pains growing up.  Having been born in the U.S. to 
two Tanzanian scholars and being exposed to the English language on a daily basis, I was 
fluent in it. That soon changed when I moved back to Tanzania at 7 years old, when my 
parents began their teaching careers at the University. While in Tanzania, I was exposed 
naturally to a different language: the national language, Kiswahili.  
Over time, I lost my English language competence and became fluent in 
Kiswahili, as it was the language that I was exposed to daily in school and at home. As is 
the country’s education policy, all instruction in primary school is conducted in 
Kiswahili, with English taught as a subject five times a week. Upon graduating from 
primary school, students enter secondary school and other upper levels institutions and 
are instructed in English rather than Kiswahili.  Here is where my problems began. Like 
many Tanzanian students, I experienced the frustration, the embarrassment, 
psychological ‘punishment,’ as well as constant ridicule for ‘not knowing’ the ‘proper’ 
language of instruction.  
 Overall, my academic transition from Kiswahili to English was not an easy one. I 
struggled immensely throughout my secondary schooling. Sadly, my English language 
struggles did not improve until I moved back to the United States. Nevertheless, as 
research has repeatedly shown (i.e. Mlama & Materu 1977; Brock-Utne 2007), this 
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phenomenon persists and seems a huge never-ending problem in Tanzania’s education, 
since transition from Kiswahili to English at the secondary level was introduced as 
policy.  Through my exposure to the literature that examines these issues and my interest 
and academic exposure to questions of policy and practice and educational reform 
debates, I have developed a critical understanding of educational policy, and more 
specifically, language policies in Tanzania. This process has been key in helping 
formulate my own ideas on how I can contribute to this area of study. 
 I believe the issue of language is of the utmost importance in understanding 
development (as articulated within the public domain and the academy) and in particular, 
utilizing education and educational policy as strategies for achieving developmental 
goals. It is therefore only natural for one to ask the question: why has the government of 
Tanzania continually ignored this problem? Why does the government and its 
sponsors/donors continue to stick by this failed experience? More importantly, who is to 
blame for the escalation of English use as the medium of instruction, which has in turn 
resulted in plummeting educational achievement in the country? Certainly, it is not the 
masses, as they have little real power to change or impact national policy related to 
language use and schooling. 
 
Conceptual Framework 
In keeping with these concerns, this study focuses on Tanzania and the struggles 
that the country is facing under the ever-increasing global pressure to modernize and 
deregulate vital components of its society. In particular, I will be examining the impact of 
globalization in shaping the current state of Tanzania’s education, specifically in terms of 
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language policy. I will also probe the decisions that lead to the current language policy 
considerations, which will hopefully lead me to understand why the policy is still in place 
and why? Moreover, I examine the central issues surrounding of the debate (i.e. what is 
the most efficient medium of instruction). The choice now is between English and 
Kiswahili. Is it going to be English -- most favorably known as the language of 
globalization, progress and modernity -- or Kiswahili the indigenous language spoken by 
the majority of Tanzanians? The salient question is not simple, but important: which of 
the two languages will benefit the country in the long run?  
 
Study Methodology 
This study is grounded in a non-traditional qualitative model of interactive 
approach. Maxwell (2005) points out that unlike the traditional-linear model which dishes 
out “prescriptive guide [s] that arranges the tasks involved in planning or conducting a 
study in … an optimal order,” the interactive model approaches research as “an ongoing 
process that involves “tacking’ back and forth between the different components… [it] 
involves interconnection and interaction among different… components” (3). Moreover, 
qualitative methods – interviews, archival data and other means of collecting data -- are 
particularly valuable when faced with the complex and multi-facet task of gathering data 
in an expansive topic such as educational policy and language use. 
Hence, I will use a grounded theory approach in this study to investigate how 
some notions of globalization are affecting the educational progress of Tanzania’s 
education, and the role outside agencies and other external donor institutions play in the 
country’s education. Grounded theory, developed by Glaser and Strauss, elucidate on the 
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effort to “…anchor agendas for future action, practice, and policies in the analysis by 
making explicit connections between the theorized antecedents, current conditions, and 
consequences of major processes” (cited in Charmaz, 2005, 512). 
 
Participants  
Steiner Kvale (1996) defines qualitative research interviews as "attempts to 
understand the world from the subjects' point of view, to unfold the meaning of peoples' 
experiences, to uncover their lived world prior to scientific explanations" (23). It was 
with this in mind that this researcher gathered data through interviews from experts and 
those familiar with the field and questions addressed in the study. In collecting data, the 
research used a mix of ‘interview guide approach’ and ‘standardized open-ended 
interviews’ models. I interviewed more than twenty-one people whose extensive 
knowledge and background of Tanzania’s educational system were interviewed.  
Participants in the study included Tanzanian scholars and or local language 
researchers at local universities, educational officials, Tanzanian students, teachers and 
parents. Tanzanian researchers and scholars were carefully selected to be participants in 
the study because they brought a breadth of knowledge and experience to the issue of 
language and education. Moreover, scholars interviewed for this study have conducted 
numerous empirical studies revealing cognitive and pedagogical benefits of language use 
in education in Tanzania. As one of the key actors in Tanzania’s education, these scholars 
were invaluable in their observation of the issue as it plays at the highest level of 
education. Scholars’ insight on students’ attitudes with respect to the question of 
language and education was a tremendous contribution to the study. Besides being 
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researchers on the issue of language and education, the scholars interviewed were also 
teachers that have weekly interactions with the students from all walks of life. Tertiary 
level of education is an important plateau for a country like Tanzania. For this reason, the 
research deemed it important that local scholars be an integral part of the study because 
they are the best judges of the condition of education and language in the country. After 
all, students who finish university are expected to carry on matters of nation building.  
Another set of key participants of the study was Tanzanian educational officials. 
This study interviewed four education officers. They included the country’s chief 
educational officer and three officials at the Tanzanian Institute of Education. These 
officials were important to the study because of their vital role in shaping education 
policy in the country. This study would not have been complete without taking into 
account what educational officers had to say. 
Also interviewed was a college student focus group (N=20). College students 
shared their views on language policy in education and their experience in the Tanzanian 
educational system. Although the study primarily focuses on the critical transition periods 
between primary and secondary school, the research selected participants in this group 
because they have been through country’s entire schooling system. Because this is a 
macro study of policy issues in the country, the idea behind the selection of this group 
was to chronicle older students experiences in the education system through the years. 
More importantly, those interviewed provided invaluable, student-centered understanding 
of language policy in Tanzania as they are fully invested in it. As Michael Quinn Patton 
(1987) elucidates, interviews with these students should "reveal the respondents' levels of 
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emotion, the way in which they have organized the world, their thoughts about what is 
happening, their experiences, and their basic perceptions” (87).  
Primary and secondary school teachers were another group of participants 
selected for the study. Much like their university counter-parts, teachers at these levels 
bring in great knowledge of how students are coping with language issues at their 
respective critical junctures of education. Teachers interviewed were able to provide the 
study with valuable information regarding young students and the problems (i.e. student 
learning incompetence, surface learning) they were facing because of the language of 
instruction. Parents were the last set of participants selected and interviewed for this 
study. It was necessary to consult parents’ attitudes towards language policy in education 
because of their influence in their children’s lives, specifically in the matter of schooling 
choices.  
In all cases, interviews were face-to-face. Participants were initially contacted via 
e-mail or via telephone. The length of the each visit/interview was approximately 90 
minutes. Participants in the research were interviewed at convenient locations.  Generally 
individual offices and conference rooms were used as suitable spaces for conducting the 
interview session.  
All participants were interviewed once. As is customary, they were guaranteed 
confidentiality. Interviews were recorded on a digital audio recorder. It was noted to the 
participants that if clarification were required on a particular segment, the researcher 
would contact them via telephone or email. Data was transcribed manually. Data 
transcriptions and audio were safely stored in a locked container/safe separate from 
participant information. Participant contact information was also safely and securely 
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stored away in a password-protected laptop. The participants were also given the choice 
to self-select pseudonyms to protect their identities. In case one did not select a 
pseudonym, the researcher selected one on his/her behalf. 
 
Research Questions 
The central questions guiding this research include: 
1. Language policy for whom and for what purpose, who and what factors determine 
language policy? 
  
2. What is the potential influence of a dominant language on developmental policies 
related to education, the economy and political participation?  
 
3. What constitutes the most effective linguistic policy for the education of 
Tanzania’s students given the conflict that exists with respect to language policy 
in Tanzania? 
 
The following are interview questions utilized to answer the broader questions 
regarding language policies in Tanzania: 
1.  Is the notion of language and language of instruction considered a contested 
terrain in Tanzania? If so, why? 
 
2. There have been many studies, both internal and external, that have suggested and 
recommended that Tanzania will be best served educationally if there was a 
change in language policy. Why do you believe the government of Tanzania been 
so reluctant to change their language policy in education, despite evidence 
presented that claims its ineffectiveness? 
  
3. To what degree does the government’s decision not to take any action on the 
language factor in Tanzania have to do with globalization or donor policies? 
 
4. To what extent is the decision not to change the language policy influenced by 
other outside agencies? 
 
5. What role and influence do local elites and Western trained intellectuals play in 
maintaining the status quo with respect to educational of language? 
 
6. Is the culture of international borrowing at all a factor in the demise of African 
and or Tanzania’s education? If so, how do you explain this phenomenon? 
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7. Is there a way to change the current language policies tied to language of 
instruction in Tanzania? If so, what could be done? 
 
8. How has the language of instruction or language policy in Tanzania affected daily 
life other cultural and economic aspects in Tanzania?  
 
9. It is obvious that parents, teachers and students are aware of the language 
situation in relation to learning in Tanzania, but what are they doing about it? Are 
they coping with the policy or advocating a change in language policy in schools?  
 
 
Significance of Study 
As mentioned previously, this study is significant for several reasons. Although it 
is primarily focused on Tanzania, it is a microcosm of a wide range of societies across the 
globe, entangled in similar language policy ‘wars.’  Moreover, it contributes further to 
critiques of modernity and modernization schemes advocated by Western countries, by 
specifically examining the question of language policy. In the spirit of ‘One man’s 
terrorist is another one’s hero,’ the study points toward several ways to achieve similar 
goals, without necessarily utilizing assimilation models of development.  As such, it 
constitutes a critical interrogation of power, with respect to the politics of globalization, 
education, and Tanzanian emancipatory ideals. 
Moreover, this research contends that there is a need for a serious examination of 
the influence of the western ‘machine’ upon language policy and the key role it plays in 
the global context as discussed earlier. It is a very powerful force that, if left unexamined, 
can potentially wreck havoc throughout the world, utilizing such ideals as ‘modern 
cultural traits…’ and ‘stronger achievement motivation’ as its ambassador.  
 
 










Tanzania is a country of about 40 million people with a rich history of social 
transformation. The country was born from the union of two formally independent 
nations -- Tanganyika and Zanzibar -- both located on the East coast of Africa. The two 
countries merged in 1964 to form one nation now known as Tanzania. As has been well 
documented, the late 1950’s and early 1960’s brought a new day to the African continent: 
freedom from oppressive colonial powers and more importantly, the prospect of steering 
its own destiny. Unfortunately, the African continent (in most cases) has not been able to 
achieve the level of stability and prosperity desired by her citizens at the end of colonial 
rule. This underachievement is partly due to the social, economic and political struggles 
the continent has had to endure in route to finding her footing. These struggles, whether 
prompted by outside forces or pressures within, have brought the continent of Africa 
many successes and failures in all vital sectors (i.e. Politics, economy). And as one of the 
poorest countries in the world and a member of a group known as the ‘Least Developed 
Countries’ (LDC), Tanzania is no exception. However, Tanzania is a bit of a unique case 
compared to most of the countries on the continent.  Thanks to the strong and courageous 
leadership of Julius Nyerere and his successors, the country was fortunate, and has so far 
been spared of the social and political instabilities that have plagued and in turn ravaged 
many other countries in the continent.  
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Describing the state of African nation-states prior to the 1990, Mazrui and Mazrui 
(1998) point out: 
Until 1990 most … [African] countries were under either military rule or single 
party-regimes…in spite of their recurrent claim to the contrary, in political 
practice the majority of these nations tended more towards autocracy than towards 
democracy. Terms like ‘popular democracy’ and ‘one party democracy’ that were 
in vogue in these nations were often intended to mask authoritarian practices…yet 
it is precisely in these quasi-autocratic societies that the most successful 
experiments in language planning in Africa have taken place (95). 
 
It is imperative to briefly examine the colonial education system in order to 
clearly understand the changes made in post-colonial Tanzania’s education system,:.  
 
Colonial Education Policy 
Missionaries from Europe, specifically those from Germany and the United 
Kingdom introduced formal colonial education in Tanzania. Missionaries introduced 
formal education through which they were also associated with colonial operations in the 
continent. However, the missionaries have always justified and defended their operations 
in Africa as that of spreading Christianity and saving the suffering savage ‘souls’ from 
‘sin and damnation.’ Of course, this was not the case as their claims have been 
overwhelmingly unsubstantiated, with a significant amount of evidence linking these 
missions throughout history with economic endeavors linked to their respective 
countries’ colonial administration and economic activities. Tanzania was no exception as 
a number of missionary entities were linked, one way or the other to profit (Kaniki 1979, 
192).  
Nevertheless, the missionaries’ purpose, at least in theory, remained intact: the 
conversion of Africans to Christianity. According to Kaniki (ibid), missionaries 
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established relations with the ruling elite (i.e., chiefs) and attempted conversion. A 
successful conversion of a chief or leader of an ethnic group made converting the rest of 
the population easier, which, in turn, made the missionaries form of education thrive in 
that particular area. More importantly, the missionaries possessed something that the 
chiefs wanted: superior technology and scientific knowledge. Once in the heart of a 
particular country, colonial economic plans flourished through education as missionaries 
established more schools. The missionaries believed a literate society could better foster 
and spread the word of God, if the natives could read and write. Missions also established 
health facilities as a way to attract people to Christianity, and ultimately to accept the 
colonial educational system.   
As previously stated, establishing formal education and schools was not a 
benevolent effort on the part of missionaries but rather, a part of the grand plan that 
became instrumental in the colonization of Tanzania by Germany and Great Britain, both 
of whom ruled Tanzania at separate periods. Colonial education was not meant to provide 
the native Tanzanian with sufficient knowledge or skill to carry on nation-building efforts 
once the nation achieves independence, as colonial powers had no intention of giving up 
the colony. Instead, colonial education satisfied the demands for have semi-skilled and 
skilled workers/personnel to take on the lower ranks of the administrations.  
One of the official (German) memoranda for the establishment of colonial schools 
for example states the demand as follows: “(a) to enable the native to be used in 
government administration, (b) to inculcate a liking for order, cleanliness, diligence and 
dutifulness and a sound knowledge of German customs and patriotism” (ibid. 208) Thus, 
Africans were trained in “Europeanization” to facilitate the ‘Mother Country’s’ economic 
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interests. Missionary and colonial government schools then trained Africans to take on 
the lower ranks as blacksmiths, masons, leather workers and carpenters. The middle rank 
trainees were white-collar workers who comprised the petty bourgeoisie.  Training 
Africans to take on these posts was a crucial element in the colonial economy because 
these jobs were essential to the survival of the colonial hegemony in conquered 
territories. The German and British colonial educational systems in Tanzania propelled a 
highly calculated meticulous economic plan - one in which they brilliantly used education 
as a modernizing tool, and to advance colonial economies.  
The next educational phase in the system in Tanzania is often referred to as the 
indigenous education plan. This is perhaps the most important and ambitious educational 
phase in Tanzania’s philosophy of education in the post-colonial era. The indigenous 
phase given was purposefully designed to undo the damages created by the colonial 
system. The education philosophy conceived during this time revealed the ideology, 
curriculum and policies that guided the educational transformation of the country from a 
hegemonic colonial system to a socio-democratic system.  
 
Tanzania’s Indigenous Education Policy 
Tanzania, like many newly independent African countries, was a multilingual 
society with a diverse population without a common language. Therefore, immediately 
after independence, the new government prioritized the question of language and 
language policy and planning in education as one of the many new policies it initiated. 
However, unlike many other African countries that decided to pursue inherited colonial 
European languages, Tanzania chose to elevate Kiswahili as its lingua franca inspired by 
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its socialist policy of Ujamaa (Family-hood), and Kujitegemea (Self-Reliance), and more 
importantly, for purposes of mass mobilization to see the latter efforts would be realized.  
In the case of Tanzania, language policy has always been tied to the political-state 
ideology. It was in a lot of ways designed to elevate the egalitarian socialist ideology 
proposed (Ujamaa), as well as other nationalist and Pan-Africanist notions. It is important 
to re-emphasize that the connection between language and the nation-state in Tanzania 
was a very strategic undertaking by the new government. It was an attempt by the 
government in its effort to rid the country of many vestiges of colonialism. As will be 
discussed in chapter three, the new nation used Kiswahili as a tool; a source to promote 
the country’s Ujamaa socialist policy to its citizenry.  
The indigenous education transformation took on the ideology of Ujamaa or 
family- hood-- Tanzania’s own form of African socialism that was introduced during the 
post-independence. Julius Nyerere (1968), best summarized the role of education in post-
independence Tanzania in his major policy paper Education for Self-Reliance. In this 
paper, Nyerere outlined the intentions of education in Tanzania. The policy declares that 
education in Tanzania was to serve as a tool to improve life conditions and the well being 
of the whole society. More importantly, education had to abide by the principles of 
socialism. Nyerere wrote:  
Education has to foster the social goals of living together, and working together, 
for the common good. It has to prepare our young to play the dynamic and 
constructive part in the development of a society in which all members share 
fairly in the good or bad fortune of the group, and in which progress is measured 
in terms of human wellbeing, not prestige… Our education must therefore 
inculcate a sense of commitment to the total community and help the pupils 
accept the values appropriate to our kind of future, and appropriate of our colonial 
(273). 
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These principles, among others, became the blueprint for the country’s progress. 
Armed with a semi-educated native minority and an illiterate majority, the new 
government took on the task of reorganizing the educational system. The government, led 
by Julius Nyerere, vowed that its primary priority was to provide universal education to 
all citizens of Tanzania – without prejudice. UNESCO Institute for Education (1979) 
points “A child in Tanzania can now secure admittance to any government or 
government-aided school in this country, without regard to his race or religion and 
without fear that he will be subjugated to religious indoctrination as the price of learning” 
(19). The government’s idea of providing its citizens universal education implied that it 
could not do this without addressing the language issue. 
A massive project of “Africanizing” the curriculum followed the promise of 
universal education. Africanizing the education system entailed changing the curriculum 
to reflect the realities and histories of African peoples never found in the previous 
education policies. However, before the curriculum re-organization began, the 
government had to re-organize the education administration inherited from its colonial 
past into one cohesive unit aimed at catering to the needs of the new government and the 
country’s people in general.  
Idrian Resnick (1968) states that in 1962, the Education Ordinance introduced two 
key policies: integration, and making local education authorities responsible for primary 
education. Integration under the new school ordinance was the government’s first move 
toward nationalization. It nationalized semi-private educational facilities that previously 
enforced racial divisions and integrated religious and other independent schools into the 
new system focusing on the national plan (33).  
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Africanizing the curriculum during the first decade of independence exposed the 
vulnerability of the educational system in the young nation. Although undertaking 
curriculum content change was a good idea for a nation in search of its own identity, 
empowerment and cultivating of national pride in its citizens, the task proved to be more 
difficult than previously anticipated. Curriculum change required an overhaul of the 
entire inherited colonial system. This meant that changes in the structure of syllabi 
textbooks content, as well as administration and teacher training had to be made. 
According to David Morrison (1976), the government, because of its concerns with what 
type knowledge is being transmitted in schools proclaimed “syllabuses and textbooks in 
subjects ranging from general science through to geography and history had to be revised 
to reflect an African perspective and to include material on local conditions and 
problems” (217).  
Moreover, Africanizing education also meant less reliance on outside help -- i.e. 
expatriates. Relying on expatriates for education matters turned out to be yet another 
predicament for the country in the post-independence period because of the shortage of 
trained Tanzanian teachers. Dependence on expatriates was the opposite of what the 
country wanted to accomplish with its initiative for change. Sorobea Bongoko (1992) 
argues that “heavy reliance on expatriate and educational personnel hindered the teaching 
of local materials … the long-term influence of foreign teachers on the … youth was also 
causing concern” (p.52).  
Nonetheless, the government proceeded cautiously with its curriculum change 
process. There was a host of other minor problems that posed a threat to the country’s 
educational direction. However, none were as serious as the structural problems the 
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government and its education system encountered. Lack of facilities (i.e. schools), the 
problem of primary school graduates (limited number of openings to the next level), as 
well as recruitment and training of qualified teachers were of utmost concern to the new 
government. To illustrate the gravity of the situation, the following section will now 
focus on primary and secondary education in Tanzania -- two vital stages of schooling -- 
in addressing the problems the country faced. 
 
Primary Education 
Lack of schools and the problem of placing primary school graduates in advance 
studies were two of the biggest concerns in post-independent Tanzania. Resnick (1968) 
points out that these two problems were intertwined and forced the country to create and 
promote an alternative form of education that would utilize both academic and practical 
skills of the students. In an effort to rid the country of this problem, former President 
Julius Nyerere suggested several measures stated in his Education for Self Reliance 
policy paper expressing the necessity for a change in curriculum content, re-organization 
of schools, and a change in the entry age of primary school pupils (62). 
It was during this time that Nyerere proposed a shift towards agricultural 
production as a necessary change in the school curriculum. Tanzania’s predominantly 
rural society (80%) was the reason behind this initiative. Nyerere articulated the 
curriculum change by pointing to the need for a primary school pupil to be self-reliant. 
According to Nyerere, it necessary for the primary school student to possess skills that 
will enable him or her to work and be a productive member of society. Moreover, 
education provided at this level was not a stepping-stone towards any higher educational 
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institution (ibid.). In most cases, primary education was to be a terminal educational 
experience. 
Suggesting primary education is terminal, however, did not mean the absence of 
educational advancement opportunities for a few very qualified students. It simply meant 
that the country had to face a reality that most of its students would not make it to 
advanced levels, given the country’s meager resources in that sector. Education received 
would need to be a full education in itself. In other words, an education provided would 
be enough to enable people to participate in their individual communities as well as in 
nation building efforts.  
As the result of this initiative, enrollment expanded. In 1967, 75, 3114 students 
were enrolled in Tanzania’s primary schools. This number steadily increased throughout 
the late 1960’s, 1970’s and 1980’s. Enrollment in schools both private and public reached 
a high in 1980 with almost 100% enrollment (98.0%). before it began to decrease 
dramatically in the mid 1980’s due the implementation of structural adjustment programs 
that resulted in expenditure cuts in key sectors. Reflecting on Tanzania’s education since 
independence and the shifting of priorities of the education planners, Joel Samoff and 
Suleman Sumra (1994) note: 
For two decades Tanzania’s leaders articulated a coherent and widely admired 
general orientation and set of priorities for education. All children were to have 
access to basic education and adult illiteracy was to be eliminated. 
Notwithstanding Tanzania’s poverty… those goals were substantially achieved. 
By the mid-1980s, however, financial crisis and the conditions that accompanied 
foreign assistance had relocated the centre of initiative.  Planners no longer talked 
of implementing a philosophy of education or even of major long-term goals. 
Rather, they sought to assess the aid market. What would interest the foreign 
assistance agency whose officials were currently in town? How could [that] be 
packaged and presented? (134). 
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The figures below illustrate a direct correlation between the dramatic rise and fall 
of educational standards in primary school enrollment in Tanzania from 1981 to 1985 and 
the beginning of the implementation of the SAP programs.  
 1981 1982 1983 1984 1985 
Total Enrol. 
STD I-VII 
3538183 3512799 3561410 3493469 3169759 
% increase 5.1 -0.7 1.4 -1.9 -9.3 
Public 3530622 3503729 3553144 3483944 3160145 
% increase 5.0 -0.8 1.4 -1.9 -9.3 
Private 7561 9070 8266 9525 9614 
% increase 17.3 20.0 -8.9 15.2 0.9 
Source: URT Basic Statistic in Education 
Figure 1. Primary Enrollment 1981-85 
 
Secondary and Tertiary Education 
The lack of qualified manpower in key concentrated and vital sectors of the 
economy forced the government to devote considerable time to solve this problem. This 
meant greater attention and emphasis on institutions of higher education (i.e. teacher 
training in teacher’s colleges, technical education in technical colleges and the 
university). Again, Resnick (1968) argues that in Tanzania “major problems in middle- 
and high-level manpower lay in the scarcity of such personnel as engineers, doctors, 
surveyors, agronomists, technicians, scientists and architects” (40). Hence, one of the 
major responsibilities the government undertook during the first part of the decade was to 
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train teachers. At the height of the crisis, the Minister of Education asserted, “The main 
task of the teacher-training sector has been to expand the output of Grade A teachers in 
place of the old Grade C and Grade B courses. In 1962, there were 89 students enrolled in 
teacher training courses; by 1966 the number had risen to 720, and is expected to reach 
1,400 by 1969” (ibid.).  
Grade B and C teachers are teachers who have completed primary school’s 
standard eight (8) and two years of teacher training. Tanzania recruited and trained 
teachers to achieve the government goal of achieving Universal Primary Education 
(UPE) by 1977 and eradicating illiteracy by 1980 (UNESCO Institute for Education, 
1979, p.123). This effort occurred concurrently with the change in course content in order 
to fit the new national aspirations, specifically the introduction of agricultural subjects in 
schools.  
Data on teacher training enrollment illustrates continued growth, before suffering 
significantly in the 1990’s for grade ‘A’ teachers. The table below shows enrollment at a 
critical period of the 1990s in Tanzania, as it was going through a transition period from 
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Figure 2. Teacher Training College’s Enrollment 1995-2000 
 
 1998 1998  1999 1999  2000 2000  
 Male Female Total Male Female Total Male Female Total 
T.E 3177 2957 6134 4956 3296 8252 6615 4458 11073 
% + -33.9 -31..7 -32.9 56.0 11.5 34.5 33.5 35.3 34.2 
          
Dip. 1133 777 1910 1185 763 1948 1631 880 2511 
% + -31.7 -19.3 -27.1 4.6 -1.8 2.0 37.6 15.3 28.9 
          
Grad
e- A 
1385 1583 2968 1182 1310 2492 1791 1512 3303 
% + -49.2 -49.3 -49.2 -14.7 -17.2 -16.0 51.5 15.4 32.5 
URT Basic statistics in Education (p. 31) 
Key:  
T.E= Total Enrollment  
% += Percentage increase 
Dip= Diploma 
Grade A= first class teachers 
 
Figure 3. Teacher Training College’s Enrollment 1998-2000  
 1996 1996  1997 1997  
 Male Female Total Male  Female Total 
T.E 5719 6640 12359 4808 4332 9136 
% + -15.7 0.6 -7.6 -16 -34.8 -26.1 
       
Dip. 1484 1637 3121 1658 963 2621 
% + 52.2 168.8 97.0 11.7 -41.2 -16.0 
       
Grade A 3823 4689 8512 2726 3122 5848 
% + -26.2 -17.1 -21.4 -28.7 -33.4 -31.3 
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Language Policy and Education in Tanzania 
 
Tanzania’s language policy is important to this discussion. It attempts to examine 
how language use is tied to the political-state ideology. In other words, what is the 
connection between language, nation-state, and schooling? The decision to utilize 
Kiswahili as the national language and the language of instruction in post- colonial 
Tanzania was a strategic undertaking by the new government. It was the government’s 
attempt to instill a sense of pride, equality, and more importantly, to unify the country as 
it embarked on nation-building initiatives.  
Rubagumya (1989) notes that during the fight for independence, “the political 
leaders had in Kiswahili an important weapon for mobilizing and uniting the people from 
all the ethnic groups in the country…because Kiswahili was understood all over the 
country. This in turn enhanced the status of the language after independence…” (9). 
Commenting further on the earlier ascendance of Kiswahili as the national language, 
William M. O’ Barr (1976) contends:  
A policy elevating Swahili to national language is just one aspect of governmental 
efforts to extend popular involvement in the political process. The ability to use 
Swahili now spoken by ninety percent of the population, gives Tanzania an 
advantage over many other countries which must devote portion of their resources 
to the development of national communication media. Swahili is now the media 
of modernization, of education, of government and politics, of economic 
development, and of national culture. Using Swahili for these purposes not only 
facilitates communication among linguistically diverse communities but also has 
important symbolic consequences. Swahili is Tanzania: speaking it symbolizes 
involvement and participation in national events (31). 
 
Historically, the idea of using a popular language to achieve certain goals was not 
a new initiative to Tanzania. Colonists and early conquerors (mostly Arab) and traders 
along the East African coast used the language of the people to establish their legitimacy 
in the country. The Germans, who were the first to officially rule Tanzania (then 
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Tanganyika) following partition of Africa at the Berlin Conference of 1884-1885, utilized 
Swahili speakers as guides, assistants and junior administrators. After World War I, 
Germany lost the Tanganyika territory to the British, who eventually used the Kiswahili 
language in an administrative capacity (ibid). However, unlike the Germans who never 
fully developed the language widely, the British “penetrated sections of the country and 
parts of life where Swahili had not been used…increasing numbers of Africans came to 
speak Swahili as they made contact with colonial authorities, engaged in commerce and 
wage-labor occupation…” (ibid. 40). 
The promotion of Kiswahili as the language of communication in East Africa led 
the British colonial authorities in 1930 to establish an inter-territorial committee to 
oversee full utilization of the language. According to O’ Barr (1976) the committee’s 
primary responsibility was to administer production of essential school materials like 
Swahili textbooks and other teaching curricula for use in the British East African 
territories. 
Furthermore, O’ Barr posits that one reason for Kiswahili’s success and elevation 
as the national language of Tanzania, as well as a political resource is because it is a 
neutral language.  
The political value of Swahili is enhanced by it not being closely identified with 
any single ethnic group…The very low esteem in which most inland people hold 
native speakers of Swahili has indeed made it possible for their language to gain 
relatively great currency without also furrowing to the top one of many tribal 
groups of Tanzania (ibid). 
 
As a consequence, Kiswahili played a significant role in Tanzania’s independence 
movement. It was the language that political leaders like Julius Nyerere used to mobilize 
the masses’ support. Unlike English, Swahili had an anti-elitist, non-exclusive character 
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with which the majority of Tanzanians identified. It exuded people’s confidence in their 
political leaders. Independence leaders took full advantage of it Kiswahili as a language 
of intimacy. Kiswahili became the national language -- a symbol of national unity in 
Tanzania. Whiteley (cited in O’ Barr, 1976) states: 
It is not always clear what Tanzanians mean by the term [national language]. One 
thing is clear, however, that, amongst its many meanings, that of “the language to 
be used on national occasions and whenever the image is on display” is very 
important. This does not mean Tanzanians are no longer tri-focal in their language 
behavior, but rather that there has been a reallocation…at the expense of English 
in favor of Swahili and has taken place especially in those public settings… It has 
resulted in Swahili being used in the national assembly, town councils, party 
meetings, the lower courts and the like (ibid. 44). 
 
In their efforts to promote political ideologies and national culture, the 
government and the ruling party also have used Kiswahili. In charge of these programs 
are the Ministry of Community Development and National Culture and the Ministry of 
Education. The former is responsible for the “further extension of [Ki] Swahili into the 
lives of Tanzanians” (ibid). The Ministry of Community Development and National 
Culture and the Ministry of Education had “the task of helping encourage the 
development of plays, prose and poetry in the Swahili language – a development not 
much encouraged during the colonial period when English was considered more 
appropriate as the medium of such undertakings” (ibid). On the other hand, the Ministry 
of education had the task of overseeing the development of Swahili curricula and 
teaching materials (O’ Barr, ibid). 
O’ Barr also asserts that the effective use of Kiswahili utilized by the state, and its 
political impact on other institutions, has been overwhelmingly positive. The positive 
effect is due mainly because the government that took office after colonialism prided 
itself on the people’s involvement in government and other nation building efforts (ibid). 
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Swahili provided that link. According to O’ Barr (1976), three characteristics of the 
language (some which have been alluded to earlier) made Kiswahili’s transition to 
prominence possible: “First, it carries no stigma of European colonialism. Second, it is 
not clearly identified with any single ethnic group. Third, despite certain exceptions…it is 
widely spoken throughout the country” (ibid. 75). 
As noted earlier, another important reason to elevate Kiswahili as a national 
language at the time was to spread the socialist ideology as envisioned by Tanzania’s 
ruling party. In reference to Ali Mazrui’s observation of the language-politics connection, 
O’ Barr writes: 
Another point of contact between socialism and language lies in class formation. 
There is no doubt that the English language has been a stratifying agent in 
countries formerly ruled by Britain…In a country like Tanzania, national 
leadership can be recruited from a wider sector of the society. First Vice-President 
Abeid Karume has no command of English, and there are many 
important…figures who hold high office without the credentials of fluency in the 
English language. It used to be said that “every American is a potential 
millionaire…” a gross exaggeration… Today it can be rhetorically claimed that 
“every Tanzanian is a potential… leader” This too is a gross exaggeration but it 
indicates the range of egalitarian opportunities in Tanzania…because Swahili is 




Questions and Debates of English vs. Kiswahili 
 
Tanzania adopted Kiswahili as the national language following independence 
from the British in 1961. Almost immediately after independence and the reshuffling of 
education policies began, Tanzania designated Kiswahili as the language of instruction at 
the primary school level and English as the language of instruction at the secondary level. 
As mentioned above, the Kiswahili textbooks produced satisfied requirements at the 
primary level. However, English continued to be the language of instruction at the 
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secondary level, as well as in some teacher colleges and at the university. This decision 
was not without its critics. Some leaders were concerned with the class nature of the 
English language and questioned the impact of English instruction at the secondary level. 
Many felt English language instruction would alienate students from the problems facing 
their own country. Thus, language policy debates on whether to change the medium of 
instruction to Kiswahili at all levels emerged and continued throughout the 1960’s 
and1970’s (Roy-Campbell 1992, p.161).  
In the late 1970’s, a Presidential commission on education was formed to look 
into the matter of language in education in the upper levels of education. The commission 
conducted comprehensive studies throughout the country’s regions in urban and rural 
areas. In 1980, the commission presented the results and issued a recommendation to 
change the language of instruction at the secondary level from English to Kiswahili. The 
commission also recommended the action at the university level. The changeover in 
policy was to take place at the secondary level in 1985 and the university by 1992. The 
measure never materialized, as it abruptly came to a halt with the minister of education 
proclaiming in 1983 that the language of instruction would remain the same. In response 
to the minister’s comments, Roy-Campbell (1992) posits that  “this act is yet another 
example of the political oscillations and the undemocratic way in which important 
decisions have been made and is symptomatic of the depth of internal struggles over 
liberalization, language and ideology in Tanzania” (p. 162). 
The recommendations by the Presidential Education Commission were an 
important step towards establishing equality in education, as well as decolonizing 
knowledge disseminated. Roy-Campbell maintains that “One detrimental result of 
  36 
maintaining English as the medium of instruction for secondary schools has been the 
blurring of the boundaries between language and knowledge. Language has proven to be 
a barrier in the acquisition of knowledge for many secondary school pupils, as it has for 
some of their teachers” (ibid. 162). 
Despite the government’s decision on language policy, many continue to 
champion Kiswahili as the medium of instruction for the secondary and tertiary levels. 
Proponents of the switch to Kiswahili believe it to have the potential to transform not 
only the Tanzanian student, but also Tanzanian society into a formidable, well-learned 
citizenry. There were many reasons given to support do away with English as the 
medium of instruction. One major reason was that it is simply not the language spoken by 
the majority of the country, and therefore hard to grasp, especially for students and 
teachers. Scholars in the field concur with this assertion. Birgit Brock-Utne (2001) notes 
that “choosing as the language of instruction an indigenous language, a language people 
speak, are familiar with and which belongs to their cultural heritage would redistribute 
power from the privilege few to the masses” (118).  
 
External Influences: Development and the Global Economy  
Analyzing the current state of globalization and global economy, Raymond 
Morrow and Carlos Alberto Torres (2000) point out that the most significant “shifts have 
taken place in the organization of production and its relation to knowledge and 
information” (30). Furthermore, they point out that it is “because of advances in 
communications and transport technology [that]… the new global economy is more fluid 
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and flexible, with multiple lines of power and decision-making mechanisms analogous to 
a spider’s web…” (30).  
The perspective Morrow and Torres hold is telling of the current global processes 
and the state of education in the global era.  The prevailing and ubiquitous market-
oriented economies in developing countries, many adopted in the last 25 years, command 
considerable influence in policy decisions of nation states. In their work, Samoff and 
Sumra (1994) clearly link market forces to educational planning policy.  
Contemporary education planning in Tanzania… is more like marketing than 
either planning or choosing. Discerning foreigners’ preferences and 
accommodating to their interests has replaced setting goals and developing 
strategies to achieve them [Moreover]…education policy planning in Tanzania is 
necessarily an exploration of the transition from dependence of conquest to 
dependence of foreign assistance, from the proud assertion of the philosophy of 
education for self-reliance to the swallowed pride of goals are what foreign 
agencies will support (134). 
 
At this juncture, it is useful to underscore the connection between what has been 
characterized as the ‘informational global economy’ (see Castell, 1996) and the current 
Tanzanian educational policy. Emphasis on teaching English in Tanzanian schools today 
is tied directly to the liberalization initiatives led by the IMF, the World Bank and other 
external lenders. For example, in 1987 under the English Language Teaching Support 
Project (ELTSP), the British government poured 1.46 million pounds over four years to 
assist in the teaching of English in Tanzania. This ‘support’ was initiated while cutting 
aid to other desperately needed sectors. Moreover, the English language syllabus and 
texts used in this project were western-oriented, much like material replaced under the 
Africanization of the curriculum project. To proponents of Kiswahili, the move was seen 
as a deliberate intent to reverse advances in the decolonization of knowledge made in the 
1960/70’s (Roy-Campbell 1992, 164). This and other projects were made possible by 
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both internal class struggles and external influences toward the direction of cultural 
reproduction in Tanzania. Roy-Campbell surmises: 
On one hand, educated elements of the state bureaucracy who seek to reproduce 
themselves through their children see their future linked to English. It is through 
such forces that external elements such as the British Council and the World Bank 
have been able to influence educational policies in Tanzania. Counter posed to 
this group are the internal elements that seek to make Kiswahili the medium of 
instruction for secondary schools. The latter elements reflect a concrete social 
reality where the use of Kiswahili supercedes English in all spheres of the 
society… (ibid, 164) 
 
Discussing World Bank policies towards language in African education efforts, 
Alamin Mazrui (1997) points to two competing schools of thought operating in the 
language debate - namely, the functionalist and nationalist approaches. The functionalist 
approach advocates the use of colonial languages over indigenous ones “on the grounds 
that it would expedite learning all subjects – partly by avoiding what was presumed to be 
a difficult transition from ‘vernaculars’, and partly because of the language’s own 
‘intrinsic’ resourcefulness” (36). On the other hand, the nationalist approaches advocate 
views similar to those of the United Nation’s Educational, Scientific and Cultural 
Organization (UNESCO), which promote a re-structuring of language curriculum and 
more importantly, adopting African languages as mediums of instruction (ibid.) Mazrui 
highlights the position of UNESCO regarding this question:  
It has been UNESCO’s position that (a) the ‘vernaculars’ are superior to foreign 
languages in enhancing cognitive skills in child’s early education, and (b) as 
media of instruction, ‘vernaculars’ may promote linguistics skills that facilitate, 
rather than inhibit, the acquisition of the imperial language at a later stage in the 
educational process (ibid).   
 
Interestingly, a number of studies (Brock-Utne, 2001, Mlama & Materu, 1977; 
Mongella, 1990; Yahya-Othman, 1990) point to very promising results when indigenous 
language are used as the language of instruction in schools. In their study on knowledge 
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of English as the medium of instruction in secondary schools in Tanzania, Panini Mlama 
and May Materu (1977) observed implausible failing standards in student’s performance 
using the colonial language. On the other hand, students’ academic performance was 
enhanced remarkably when Kiswahili was used as the medium (31). 
In any case, while examining issues related to language of instruction in Africa, 
one finds that there is a peculiar and hypocritical character behind the lending 
institution’s claim to have the interest of developing nations at heart. According to 
Mazrui (1997), the World Bank initially appeared genuine in its interest in promoting 
indigenous languages as mediums of instruction by pointing to the advantages of 
acquiring such languages. In accordance with UNESCO’s vision, the World Bank states: 
Current research suggests (a) the acquisition of both oral fluency and of literacy in 
a second language is most successful when there is a strong foundation in the first 
language; (b) conversational skills in a second language are learned earlier than is 
the ability to use the language for academic learning, and (c) academic skills 
learned in school transfer readily from one language to the other (38).  
 
Furthermore, Mazrui notes that in an unprecedented and perhaps even courageous move, 
the World Bank took initiative further by also declaring that the effects of learning in a 
foreign language results (at least in most situations) in student failure: 
Not only does instruction in a student’s first language enhance learning and 
development of certain cognitive skills, but instruction on a familiar, second or 
foreign language is actually detrimental to the educational progress of the 
child…In crucial, …stages … not speaking the language of instruction can make 
the difference between succeeding and failing in school, between remaining in 
school and dropping out (ibid). 
 
Despite these noble and democratic proclamations, we begin to observe the subtle 
and duplicitous disposition of the World Bank’s position on the language question reveals 
another story. Its ‘Janus-face’ nature is observable when one notes the contradictory 
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positions at work regarding language policies in its Structural Adjustment Policies (SAP) 
within countries and economies it is presumably aiding. On this matter Mazrui notes: 
In spite of its proclaimed conviction about the pedagogic and educational value of 
the ‘mother tongue’ instruction, however, the World Bank claims it cannot 
impose an educational language policy on any African country… This is the same 
institution that has been coercing African governments into overhauling their 
educational structures virtually overnight, has suddenly become mindful of the 
national sovereignty of these countries and of their right to linguistic self-
determination (ibid. 38) 
 
Moreover, the World Bank’s economic policies, such as SAPs prescriptions, 
continue to be a thorn in the side of efforts to promote indigenous language instruction in 
schools. According to a 1953 UNESCO survey, the problems in promoting this initiative 
are tied to the lack of reading materials in indigenous languages, which is directly 
controlled by available funding. The survey reports: 
One of the most important and difficult problems connected with the use of 
vernacular languages in education is that of providing reading materials. It will 
often happen that even a language which is quite capable of being used as a 
medium of instruction will be almost entirely without books or other materials.  
This difficulty is … above all to find the money. (ibid) 
 
Hence, the problem of providing reading and other necessary educational 
materials stems from the conditionalities placed on African and other developing nations 
of the world seeking aid. Nevertheless, as recognized by the declaration of Universal 
Human Rights, the government bears responsibility for the well being of its citizenry 
including the provision of education.  
Here, we see the World Bank and its sister institution, The International Monetary 
Fund (IMF) playing a significant role in curtailing local government’s effort to improve 
the necessary assistance to its citizens primarily due to cuts in expenditure, Mazrui 
observes: 
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At least in the initial stages, then, establishing the necessary conditions for 
sustainable instructions in local languages – which, in the World Banks opinion… 
is crucial to the uninterrupted educational progress of a child – requires 
substantial government investments in generating educational resources. Yet, the 
World Bank prescriptions continue to place heavy emphasis on the reduction of 
government subsidies in education, though such subsidies are indispensable to the 
promotion of instruction of local languages. In effect, the vaunted freedom of 
choice over education allowed African nations by the democrats of the World 
Bank is no choice at all! For, under World Bank-IMF structural adjustment 
programmes, the only path open to African nations is the adoption of the imperial 
languages from the very outset of a child’s education (ibid. 40).  
 
There is no question that in the era of globalization, a country’s ‘political choice’ 
in language usage, particularly with respect to the language of instruction, is the direct 
result of prerequisites or conditionalities placed upon African nations, as a prerequisite to 
securing economic aid. ‘Adherence’ to a donor-foreign language has furthermore resulted 
in collapsed educational standards, which in turn, has led to economic stagnation of 
developing countries like Tanzania. In order to change the negative impact of 
assimilative language policies in a nation such as Tanzania, governments must consider it 
questions of globalization and education with respect to language policy and planning. 
 
 
Theories of Development  
 
One cannot speak of education without the notion of development. The idea of 
Education has been synonymous with development since the age of enlightenment, the 
industrial revolution and now, the globalization era. Education and development will 
always be linked as they depend on one another. Theories of development are conceived 
at the macro (government), meso (local area) and at the micro (small community) levels. 
Over the years, there have been several working theories of development conceived. 
Many are still relevant today. Some of the most prominent theories are the modernization 
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theory, world systems theory, state theory, and uneven and combined development 
theory. All of these theories are in one-way or the other relevant to this study; however, 
this study only analyzes three in relation to language, education and the idea of 
development. 
One of the most influential theories of development is the dependency theory. The 
idea behind this theory is that most wealthy nations enable dependence in which poor 
nations provide natural resources and labor that wealthy nations enjoy. Through such 
mechanisms, the wealthy nations are able to be influence vital entities of poor nations, 
such as politics, the economy, culture and education. This theory, conceived in the 1960’s 
which coincided with the decolonization efforts in Africa and Asia, is a critique of other 
prominent theories that advocated that all nations or societies (specifically those that are 
underdeveloped) progress in a similar fashion as others that are already “developed.” 
Modernization or stage theory (Rostow, 1960) advocated this linear historical idea, 
noting that most developed countries went through stages of development historically, 
and therefore, the important thing that the developed nations can do to help 
underdeveloped nations towards the “developed” status and out of poverty is to integrate 
western means of development such as investment, technology and the market economy.  
Dependency theorists vehemently disagreed with this notion, calling it a 
simplistic solution for such unequal and complex dynamics of power between the north 
and the south. Moreover, dependency theorists note that one of the major problems of the 
“we develop equally” theories is that the so called “underdeveloped” countries of the 
south were fully functional with their own versions of ‘development’ before the European 
colonialism adventures in Africa and Asia. Dependency theorists argue that integration 
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and the idea of development as articulated by the north will make their membership in the 
global pursuit of progress a weak one. The theorists argue that this is so because countries 
of the north have never been in an analogous position as the one the south was in, 
specifically colonialism with the exception of the few (i.e. the US under Great Britain). 
Nevertheless, dependence theory argues that this unequal relation between the two blocs 
has lead to serious underdevelopment to the countries of the south, where some have 
argued that the idea of development has created underdevelopment. Walter Rodney 
(1972) argues:  
[An]…Even more indispensable component of modern underdevelopment is that 
it expresses a particular relationship of exploitation: namely, the exploitation of 
one country by another. All the countries named as “underdeveloped” in the 
world are exploited by others; and the underdevelopment with which the world is 
now preoccupied is a product of capitalist, imperialist, and colonialist 
exploitation. African and Asian countries were developing independently until 
they were taken over directly or indirectly by capitalist powers… Exploitation 
increased and export of surplus ensued, depriving the societies of the benefit of 
their natural resources and labor (14). 
 
Dependency theory still has some relevance in today’s world despite social 
change due to globalization. Let us take the case of the DRC- Congo and the notion of 
dependency in the current developing agenda. One can argue that it is to the benefit of 
wealthy nations that the DRC-Congo and its rich mineral wealth (raw materials) have 
been in chaos for a reason since it gained independence. The reasons for the country’s 
instability are discussed elsewhere (see Dunn, 2003; Hochschild, 1999; Orwa, 1985; 
Weissman, 1974). Nevertheless, the more chaotic and unstable the country is, the better 
for those who need its wealth (i.e. Iraq). The DRC-Congo present us with a classic case 
of divide and conquer that was masterfully practiced during the slave trade era and during 
colonialism. The country has been in unstable state since gaining independence in 1960, 
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where after the murder of its charismatic Prime Minister Patrice Lumumba, it was 
divided in factions with the western countries (US, France and Belgium) supporting 
mineral rich provinces, specifically the Katanga province. At the time when many 
countries in Africa were experiencing serious financial constraints (mid 1970’s to mid 
1980’s), the DRC-Congo, formally known as Zaire, received more assistance from the 
I.M.F. than any country in Black Africa (see Schoenholtz, 1987). In any case, the DRC-
Congo has tremendous natural wealth that has been crucial in Western development, 
specifically in the matters of technology and military supremacy. DRC-Congo is the 
world’s biggest producer of Coltan, a necessary ingredient for the production of 
technological resources such as small computers and cellular phones. However, the 
country itself does not enjoy the benefits that come with one of its most valuable 
commodity. The disparity in technology between Congo and others (west) is obvious. 
Moreover, because of this unequal exchange, education has suffered, mainly because of 
lack of resources. There are numerous cases of unequal exchange worldwide from 
developing or underdeveloped nations.  Numerous scholars have documented unequal 
practices in coffee exports from Africa and Latin America, sugar cane and bananas from 
the Caribbean countries. This study does not treat these sources specifically; instead, it 
focuses on significant social changes since the 1960’s and matters of dependence in 
development (see Perkins, 2004)).  
Another influential theory of development is the World Systems theory. Much 
like the dependency theory, the world systems theory also proposes that poverty and the 
underdevelopment of poor countries are caused by their peripheral position in the 
international division of labor and unequal market share. Immanuel Wallerstein (1974) 
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defines this theory “as a social system, one that has boundaries, structures, member 
groups, rules of legitimation, and coherence. Its life is made up of the conflicting forces 
which hold it together by tension and tear it apart as each group seeks eternally to remold 
it to its advantage. It has the characteristics of an organism, in that it has a life-span over 
which its characteristics change in some respects and remain stable in others. One can 
define its structures as being at different times strong or weak in terms of the internal 
logic of its functioning”  (347). Interestingly, this theory sounds similar to the current 
processes of globalization led by the neo-liberal agenda. One major difference between 
this theory and the theory of globalization is that the latter has no boundaries whatsoever. 
The process of globalization has over a relatively short period of time annihilated nation-
state borders, paving the way for entities such as multi-national and transnational 
companies to operate with sometime relative ease. It is safe to conclude that we have 
arrived to the current ideas of development, and what it means to be developed as the 
result or the restructuring of the world systems analysis to fit the current pace. 
Theories highlighted here were a direct critique of the result of the direct political 
control of underdeveloped countries (i.e. colonialism) that eventually spurred 
independence movements and the neocolonial ideology.  Ankie Hoogvelt (2001) argues 
that neocolonialism was the “outcome of profound historical pressures and struggles. The 
pressures and struggles themselves, paradoxically, were engendered by the very success 
of colonialism as a hegemonic organization of international production relations which 
had permitted a vast accumulation of wealth and progress to occur in the nations of 
Western Europe” (29). Success in global accumulation of wealth through such means 
(colonialism) by western countries, made the continuity in the pursuit of even more 
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amassing of wealth possible. This system of exploitation permitted the former colonial 
powers to continue control of economic resources from afar, thus stagnating the 
developmental initiatives attempts. As the result, dependency and World systems 
developmental theories were conceived to counter proponents of the modernization or 
stages theories. Hoogvelt observes: 
The period of colonialism had prepared and firmed up those institutions necessary 
for ‘historical structure’ of international capitalism in the neocolonial period…it 
permitted the emergence of neocolonialism as the survival and continuation of the 
colonial system in spite of formal recognition of political independence in 
emerging countries. Instead they became victims of an indirect and subtle form of 
domination by political, economic, social, military or technical forces (ibid. 30) 
 
Modernization theorists continue to argue that integration into the market 
economy is the best option for underdeveloped nations to achieve progress. The question 
arises: how can these emerging nations integrate the market economy where 
internationally imposed divisions of labor, which relegated these nations to the status of 
producers of primary goods, has created obvious disparities in terms of exchange? 
Clearly the relationship was not equal under neocolonialism, and some may well argue 
that it remains the same in the current global development agendas. Dependency theorists 
argue that underdeveloped countries are missing what Samir Amin (1976) termed as 
“Autocentric development”. Borrowing from Amin, Hoogevelt (2001) argues that this 
development model, which is denied to underdeveloped countries but prevalent in 
developed ones, is a “process of development where the whole cycle of production, 
reproduction, realization and valorization of capital, and the relationship between 
producer-goods and consumer goods industries, are all nicely contained within the same 
territorial economy and society” (ibid, 40). Most developing nations do not possess 
autocentric development capabilities, but are left to seek foreign investment. The cycle of 
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production and reproduction continue to be at the hands of other developed nations as 
capital continues to flow from those nations. It is this idea that led Hoogvelt to observe, 
“Development and underdevelopment was a two way affair- just as development in one 
part of the world went hand in hand as with underdevelopment in another, so 
underdevelopment in the periphery contributed to further development in the advanced, 
core countries. The key mechanism for this dual outcome was unequal exchange” (40). 
Even though wealthy nations have consistently noted their desire to help poor nations, 
they have managed to successfully implement certain criterion that has kept the two blocs 
apart, thus ensuring a level of dependency.  
In the current system of globalization, nation-states enjoy some agency. In the 
new global era, development agendas take on serious negotiations between nation-states 
seeking aid and those who are providing it. In the negotiations, a compromise is usually 
agreed with both parties satisfied with the outcome of the deal. However, in the 
neocolonial stage, multi-national and transnational corporations sometimes were able to 
dictate terms of direct foreign investments. This was not a new phenomenon; it happened 
as most nations invited investors in an effort to catch up in development initiatives 
worldwide. Hoogvelt notes  
Aspirations of the newly emerging nations were structurally in keeping with the 
level of development of the productive forces in advanced countries, and that, 
therefore, both the process of decolonization and the ideologies of 
‘modernization’ and ‘development’ (which the colonially nurtured westernized 
elites sported with great enthusiasm) amounted to a historically necessary 
reconstitution of the international relations of production…[considering this shift 
in ideology]… Metropolitan countries had shifted from the production of 
consumer goods to the production of producer goods… [And]… a new form of 
surplus extraction appeared in the neocolonial period, which eventually became 
the dominant form, namely technological rents. These are the super profits that 
monopolist sellers of machines, equipment goods, and ‘patented’ technology can 
harvest in the absence of competitive markets for their products… 
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[Underdeveloped countries] … had to invite foreign direct investors – multi-
national companies – to help them produce locally what had previously been 
imported (ibid). 
 
Surplus extraction in the form of technological rents then became yet another 
form of wealth accumulation at the expense of development for the poor nations. Foreign 
experts are contracted for short periods of time under massive contracts. A local talent is 
trained, but is never fully equipped with the skills necessary for the continuation of the 
projects. The culture of corruption, coupled with technological rent, creates an undeniable 
possibility for serious failure. Language is thus a necessary tool to balance a monopoly 
on technology. 
What do we learn from these theories as they relate to this study? There are many 
questions here that might require another extensive study. However, for the purpose of 
this study, questions that arise are in relation to the idea of development, specifically, 
what it means to be developed and whose idea of development is the right one. Moreover, 
what is happening in the case of these theories with respect to this study is what the era of 
globalization has termed “prescriptions” for development. “Prescriptions” has been 
conceived similarly to what the “stages” development theory articulated as a linear 
historical model of development. Nevertheless, it is important to note that “prescriptions” 
as we know them today have been in existence since the “stages” analysis of 
development. The only significant difference is in the era of globalization, the 
prescriptions have been initiated benevolently and not as outright exploitation as the 
previous notions of development were, which figured prominently during or immediately 
after colonization.  
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New development prescriptions are now under the form of Structural Adjustment 
Programs (SAPs). Structural Adjustment Policies are economic policies initiated in the 
early 1980’s, which countries must adopt in order to qualify for World Bank and 
International Monetary Fund (IMF) loans to help them make debt repayments on debts 
owed other foreign governments and the World Bank. Although SAPs are designed for 
individual countries but have common guiding principles and features that include 
currency devaluation, export-led growth (expansion of the sector), privatization of state 
institutions, liberalization of trade and the economy. More importantly, these features 
help individual countries that have adopted SAPs to be efficient in the free market 
economy. Other features of SAPs include cuts in public expenditure in social programs 
and the state, cost sharing (health and education), and removal of food subsidies. 
Hoogvelt (2001) posits that the idea behind instituting these policies is to “stabilize 
domestic economies, to stimulate growth, and to ensure the country’s ability to earn the 
foreign exchange needed to service its debts” (181). However, these programs have in 
most cases failed miserably, resulting in even bigger economic growth issues than the 
ones the countries were facing before. Kevin Watkins (1994) notes:  
Stringent monetary policies, designed to reduce inflation through high interest 
rates, has undermined investment and employment. At the same time, poorly 
planned trade-liberalisation measures have exposed local industries to extreme 
competition. Contrary to the World Bank and IMF claims, the position of the poor 
and most vulnerable sections of society have all too often been undermined by the 
deregulation of labour markets and erosion of social welfare provisions, and by 
declining expenditures on health and education (126). 
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 Nevertheless, what SAPs managed to do in the case of developing countries that 
adopted the programs, was to completely shatter state-led developmental agendas such as 
Tanzania’s ambitious villagization development program and ‘Education for Self 
Reliance,’ which we will see later in the study. As the result of SAPs failure, countries 
were left to scramble for more loans that had and have them in a conundrum of debt 
servicing. On the matter, Hoogvelt notes “Structural adjustment has tied the physical 
resources of Africa more firmly into servicing the ‘old’ segment of the global economy. 
At the same time, it has oiled the financial machinery by which wealth is being 
transported out of the region, thereby removing the very sources which are needed by 
dynamic adjustment to the ‘new’ global economy” (184). 
After more than twenty years of adjustment in Tanzania, and after realizing 
prescriptions put forth are not working, SAPs programs were for the most part replaced 
with the new working developmental plan called Poverty Reduction Strategy Paper 
(PRSP). These plans, not very different from SAPs, are strategies by low-income 
governments to draw plans for development aid from the local point of view, with the 
final approval made by the IMF and the World Bank. Critics of the arrangement note this 
move is unprecedented, and will bring fruitless results rather than original SAPs 
initiatives. Weissman (2000) argues, “Never before have the IMF and World Bank 
possessed the power to endorse a borrowing country's entire national plan. Ironically, the 
institutions have seized these powers in the name of enhancing "country ownership" of 
the development process” (http://www.hartford-hwp.com/archives/36/index-cba.html). 
This process so far has not resulted in significant development in all sectors. The 
presence of foreign investors is ubiquitous in many formerly public sectors, from 
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country’s sole electricity company to its public telecommunication, to the water 
company. Perhaps one of the reasons for the slow “locally” initiated development is lack 
of democratic participation in vital decisions. When the government applied for the loans, 
once again of the country lacked input from citizens. Weissman argues: 
The Government of Tanzania (GOT) prepared its PRSP with more input from 
foreign creditors and donors than from its own citizens. The government is 
dependent on donors and creditors for the majority of its development budget and, 
to survive, it must heed its creditors and donors. There are fewer incentives to 
heed the cries of citizens -- especially the poor and disadvantaged. The PRSP 
lacks credibility because the process lacked the informed participation of citizens' 
groups…Citizen "participation for validation" of the PRSP arises when donors 
and creditors, especially the IMF and World Bank, negotiate with the GOT in 
secret and fail to disclose agreements and commitments to the public. Key 
macroeconomic and structural adjustment issues were addressed in secret 
negotiations, occurring in parallel to the PRSP consultations. These negotiation 
excluded citizen's groups. Citizens that buy and sell and pay taxes were excluded 
from key decisions about whether or how the economy of Tanzania will be 
liberalized, privatized and increasingly oriented to produce exports. Policies, such 
as those relating to the price of money and goods, taxation options, trade 
liberalization, and the privatizations of key state-owned enterprises were not "on 
the table" for negotiation during the PRSP consultations (ibid). 
 
Sustainable development is perhaps the most prominent development theory 
working today. However, even this idea still has some remnants of the old theories of 
development. It is certainly nothing new, as the rhetoric still professes similar notions of 
development. Although tied mainly to the environmental agenda, sustainable 
development is defined as the “as the ability to make development sustainable – to ensure 
that it meets the needs of the present without compromising the ability of future 
generations to meet their needs” (10). Sustainable development has three elements: goals, 
indicators, and values. The Millennium Declaration of the United Nations set goals in 
three time-horizons. First there is a short-term goal that is was to be achieved by 2015. 
Issues of peace, development, the vulnerable, hungry and poor and the continent of 
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Africa were initiatives adopted and to addressed. It was agreed at the 2000 UN General 
Assembly that such measures as cutting world poverty in a half and insuring primary 
universal primary education was the 2015 goals’ number one priority. Another goal was 
the two–generation goals of 2050 that vowed to reach all human needs by that period. 
The last was the long-term goal that would take the world beyond the 2050 goal. This 
goal was the Great Sustainability Transition (ibid). Nevertheless, short-term goals 
because have not even been reached, therefore it is no use to discuss further what might 
be in 2050 and beyond. International agencies responsible for overseeing these goals 
were not optimistic on the initiatives progress when they met in 2004. Kates et al (2004) 
posit that the agencies concluded that, “at existing rates of progress, many countries will 
fall short of these goal, particularly in Africa. Yet the goals seem attainable by collective 
action of the world community and national governments” (ibid). Finally the authors 
observe: 
Sustainable development thus requires the participation of diverse stakeholders 
and perspectives, with the ideal of reconciling different and sometimes opposing 
values and goals toward a new synthesis and subsequent coordination of mutual 
action to achieve multiple values simultaneously and even 
synergistically…Achieving agreement on sustainability values, goals, and actions 
is often difficult and painful work, as different stakeholder values are forced to the 
surface, compared and contrasted, criticized and debated. Sometimes individual 
stakeholders find the process too difficult or too threatening to their own values 
and either reject the process entirely to pursue their own narrow goals or critique 
it ideologically (ibid, 20).  
 
Taking into consideration various theories of development, this study makes clear 
that underdeveloped countries have yet to find the right formula for successful 
development. From modernization to the current global development initiatives, progress 
seems to be bleak. Countries of the south, such as Tanzania, continue to depend on their 
western counterparts and major institutions for economic assistance in the form of loans 
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and expertise. Political, social, and cultural successes and stability of the country depend 
heavily on whether it is economically secure. In other words, stability is interconnected; 
if one element fails, other sectors also fail. In the case of Tanzania, and other 
underdeveloped countries, this fact is evident to a point where certain initiatives cannot 
be instituted because the country is not economically self-sustained.  
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Chapter 3 
Politics of Globalization and Education: Language, Policy and Planning 
This chapter defines the politics of globalization as policies rendered and 
homogenized onto the rest of the world by leading industrial nations and by government-
controlled and independent institutions (i.e. the World Bank). As others (see Mazrui, 
1997; Brock-Utne 2003) have argued, over the course of decades, these policies have 
managed to dictate, police, and micro-manage world affairs in several arenas including 
the economies of different nations, as well as institutions tied to politics, culture, and 
social welfare. In this study, I examine one key aspect of social welfare, namely, 
education and language use in Tanzanian society. 
This study focuses on the struggles that Tanzania is facing under the ever-
increasing global pressure to modernize and deregulate vital components of its society. 
At the center of this process is the question of language. I argue here that the language 
question is the most pressing and important issue in Tanzania, especially when it comes 
to understanding development, particularly in terms of education and educational policy. 
Central to this issue is a debate about which language should is appropriate as the 
medium of instruction: English—the language of globalization and modernity, or 
Kiswahili—the indigenous language spoken by the majority of Tanzanians. 
Debates regarding language in Tanzania date back to policies that adopted 
Kiswahili as the national language following independence from the British in 1961. 
Zaline Roy-Campbell (1992) notes that these policies also designated Kiswahili as the 
language of instruction at the primary level, with English remaining as the language of 
instruction at the secondary and tertiary levels. Almost immediately, some concerns 
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emerged within the country’s leadership over the class nature of the English language. 
Leadership questioned the impact of English instruction particularly at the secondary 
level. Many felt that English instruction would alienate students from the problems facing 
their own country. Thus, language policy debates concerned with changing the medium 
of instruction to Kiswahili emerged throughout the 1970’s only to continue throughout 
the next three decades (161).  
Ironically and prophetically, the same concerns have again emerged. This time, 
however, debates have become more prominent and have reached a national and 
international scale, with academics and politicians alike calling for a re-examination of 
the country’s language policy. Such debates have been largely fueled by the prominent 
position of globalization and its powerful influence in the country—culturally, 
economically, and socially. 
I argue here that English, as a powerful-dominant world language used by 
pupils/students in Tanzania, has further exacerbated the plummeting educational 
development plans in the country. As the language of globalization, English has been the 
single most powerful ‘culprit’ responsible for perpetuating cultural, economic and social 
disruption in an effort to integrate and form a homogeneous society. In most cases, the 
homogeneous society it tries to create only ends up serving the few. Walter Bgoya (2001) 
claims that “English is the language of globalisation and English serves fundamentally 
the interests of those for whom it is both an export commodity and a language of 
conquest and domination” (286). 
So far the English language policy has worked to the detriment of the Tanzanian 
society and in favor of the few -- Tanzanian elites -- and their accompanists –foreign 
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entities (multi-national and transnational institutions and companies). Further, the policy 
has managed to subtly disrupt the social order resulting in a discombobulated economy 
and an educational system that continues to leave a new generation of Tanzanians with a 
grim and unpredictable future.  
Moreover, the research explores the transnational hegemonic practices through 
language, inculcating Pierre Bourdieu’s (1990) notion of ‘symbolic violence.’ Through 
the idea of symbolic violence, this research examines both external (donor 
institution/countries) and internal (local bureaucrats) practices that equate to symbolic 
violence, in the contextualization of language it as it relates to notions of cultural 
invasion, hegemony, and social injustice.  
However, before discussing in detail former and current educational activities and 
the role the language of instruction plays in Tanzania’s schooling system, I must examine 
language policy and the politics of language in educational institutions. Here the research 
presents developments in the area of politics of education, specifically those involving 
linguistic policies. In addition to analyzing the politics of language, the research also 
examines the notion of schooling and modernity as these pertain to the development of 
linguistic policies within the context of globalization. The chapter will further interrogate 
the ways in which current policies of foreign language teaching (i.e. English in Tanzania) 
have been affected by the historical legacy of colonialism and of course, the 
contemporary dynamics of globalization. Lastly, there is an effort to unveil policies that 
serve the interests of the metropolitan elite in Tanzania, and to consider to what extent 
their interests relegate the interests of the vast majority of the population, most of whom 
reside at the margins.  
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Globalization, Language, Policy and Planning  
 One of the most important aspects in language formation in any country is the 
relationship between the politics of the nation-state and official language policy. The 
ideological implications of instituting language policies can make or break an educational 
system. It is with this in mind that this chapter engages the history of policy formation by 
interrogating such questions as: what makes a particular language a lingua franca? If 
there is contention, who decides what language becomes the lingua-franca (what are the 
politics that drive the decision)? And finally, how does that decision alienate less 
privileged groups in matters of education and development? First, this chapter must 
define what is meant by globalization and education. 
Globalization is a difficult and complex term to define. In the media and academic 
circles, it is defined as those processes that involve the ever-growing economic 
interdependence and movement of people. Here the mobility of people, capital, money, 
ideas and cultures driven by new technologies. Although this project and the phenomena 
of globalization incorporate the aforementioned aspects, this study approaches the notion 
of globalization from an anthropological perspective, given the importance of relating the 
global to the local. It is this approach that led Inda and Rosaldo (2002) to note:  
The tendency of much of the literature on globalization is to focus on macro scope 
of the phenomenon, thinking of it principally in terms of very large-scale 
economic, political, or cultural processes. Anthropology, on the other hand, is 
most concerned with the articulation of the global and the local that is, with how 
globalizing processes exist in the context of, and must come to terms with, 
realities of particular societies, with their accumulated - that is to say historical - 
cultures and ways of life. The anthropology of globalization, in other words, is 
concerned with the situated and conjunctural nature of globalization (4). 
 
This unique anthropological perspective conceptualizes the phenomena of 
globalization using two definitions that best capture the essence of what Inda and 
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Rosaldo call the “the reorganization of time and space” (ibid. 5) These definitions are 
derived from the works of David Harvey and Anthony Giddens. 
David Harvey (2002) conceptualizes the process of globalization as that which 
involves time and space compression. As the result of technology and economic changes 
and continual collapse of time and space, the world has witnessed a near complete 
“annihilation of space by time: in reorganization of time in such a way as to overcome the 
barriers of space” (ibid. 6). Harvey maintains that “the speeding up of economic and 
social processes have experientially shrunk the globe, so that distance and time no longer 
appear to be major constraints on the organization of human activity” (ibid. 6). Harvey 
further points out that this process is neither a gradual nor continuous one. Rather, it is a 
process that takes place in “discrete phases of short and concentrated bursts” which are 
“results of a more discontinuous historical unfolding… attributed to the periodic crises of 
overaccumulation that plague the capitalist system” (ibid. 6). 
Although Anthony Giddens agrees with Harvey’s concept of globalization as 
involving massive reorganization of time and space in social and cultural settings, he 
adds the notion of “time-space distanciation, which refers to the condition under which 
time and space are organized so as to connect presence and absence” (Inda & Rosaldo, 
2002, 8). Giddens conceptualizes the notion of time-space distanciation through two 
basic arguments of social interaction: face to face contact and remote encounters. 
Giddens describes face to face contact as that where people engage directly as they 
conduct their daily activities in ‘confined’ local spaces. Here, “spatial dimensions of 
social life are, for the most of the population, and in most respects, dominated by 
‘presence’— by localized activities” (ibid. 8). 
  59 
Giddens describes remote encounters as interactions between individuals realized 
through transportation and communication systems. More importantly, Giddens posits 
that the latter aspect of the social interaction has become very important due to the advent 
of modernity. According to Giddens, “modernity tears the spatial orbit of social life away 
form the confines of locality…it disembeds or lifts out social relations from local context 
of interactions and rearranges them across extensive spans of time-space” (ibid. 8) In 
short, Giddens sees globalization as “the intensification of world wide social relations 
which link distant localities in such a way that local happenings are shaped by events 
occurring many miles away and vice versa” (ibid. 8) 
 
Schooling 
The concept of schooling is an integral part in the development of society. In 
recent years, the world has experienced a tremendous surge in educational debates to 
redefine the purpose of education. The debates have two sides. On one hand, there are 
progressive educators who are concerned with the pedagogical aspects of education, and 
the on the other hand, neo-liberal ideologues concerned with mostly the economic aspects 
of what education can provide. As of today, the neo-liberal ideology seems to be winning 
this battle, at least in matters of policy. 
 The influences of these debates, which are mostly taking place in the western 
world, have had tremendous consequences for the rest of the world. These debates and 
subsequent reforms tend to reflect initiatives spearheaded by big business with the 
purpose of catering to the advancement of capitalism. However, this approach is not a 
new concept in capitalist society. What is alarming is that this approach has taken an 
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increasingly blatant role in pushing the capitalist imperative within the framework of 
schooling, with a renewed enthusiasm that began with the economic policies of Ronald 
Regan and Margaret Thatcher in the early 1980’s—The Reaganomics and Thatcherism 
era. Giroux and Simon (1989) argue that as the result of this neoliberal surge,  
Schools are fashioned as training grounds for different sectors of the workforce 
and play a major role in providing the knowledge and occupational skills 
necessary for domestic production and expansion capital abroad. This view links 
schooling to the demands of a technocratic and specialized literacy. Its offensive 
is less ideological than it is technicist and instrumental in nature (219). 
 
Further, Giroux and Simon point out that this conservative neoliberal approach to 
education, “view[s] schools as a particular way of life organized to produce and 
legitimate either the economic and political interests of business elites or the privileged 
cultural capital of ruling-class groups” (220). 
 The current crisis aside, this study defines education as a democratic right, a 
transformative and emancipatory process that is guaranteed to all without any systematic 
impediments (social, political or economic) designed to limit or derail the learning 
process. The schooling process envisioned, and employed in this research mirrors what 
John Dewey coined as a Democratic Education. John Dewey (2005) notes that a society 
embraces ideals of a democratic education “makes provision for participation in its good 
of all its members on equal terms…a type of education which gives individuals a 
personal interest in social relationships and control, and the habits of mind which secure 
social changes (108). Dewey’s democratic education, a liberal educational theory, 
professes that through education the growth of an individual and more importantly, his or 
her surrounding community is possible. To Dewey, education is the agency that sustains 
the continuity of a certain community with communication as the means for the 
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continuity. Dewey argues “continuity of life means continual readaptation of the 
environment to the needs of living organism…Education in its broadest sense, is the 
means of this social continuity of life” (2).  
Language has emerged as one of the most highly utilized and powerful symbols 
of overt injustice in many societies around the world. The current wave of political unrest 
and marginalization of the poor (periphery) by the powerful (core) has put the issue of 
language and language rights at the forefront of many of the current political discussions 
regarding the state of the still-emerging and growing global agenda. The notion of 
language in education has halted what Dewey described as the “social continuity of life.” 
In an effort to reverse this trend, scholars and activists (see the LOITASA project) alike 
have expressed the necessity of giving greater substance to the issue, noting a need to re-
think and re-examine language policy. The research will examine two of the most 
litigious issues in many of today’s societies that almost always determine the fate of 
languages: language policy and language planning.  
 
Politics and Power: Language Policy and Planning in the Global Context 
Language policy and language planning are perhaps two of the most important 
aspects in the education process. These two different, but inter-dependent concepts, are a 
part of a large power vacuum that is at the forefront in pressuring political entities, (i.e. 
nation-states) to comply with the demands of the processes that the new world order 
entail. According to Shohamy (2006), “language was the term used in the 1950s and 
1960s to refer to sweeping intervention and control of language behavior… it means 
determining exactly the language(s) that people will know in a given nation; policy, on 
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the other hand refers to a set of principles regarding language behavior although this 
tends to vary from one context to another” (47). Further, Shohamy asserts, “while 
language planning refers to control, it does not leave anything for the individual to 
decide, as the governing body determines not just what the person will know but also 
how he or she will arrive there (47). 
The importance of language policy and planning is realized because of their 
importance as primary tools of organizing and eventually legitimizing certain ideologies. 
Shohamy (2006) argues: 
Language policy (LP) is the primary mechanism for organizing, managing and 
manipulating language behaviors as it consists of decisions made about languages 
and their uses in society. … Through LP … decisions are made with regard to 
preferred languages that should be legitimized, used learned and taught in terms 
of where, when and in what context. Thus LP acts as a manipulative tool in the 
continuous battle between different ideologies (45).  
 
Alastair Pennycook (2002) concurs with Shohamy’s assessment with regard to 
language as a powerful mechanism of control.  Pennycook, using Michel Foucault’s 
theory of governmentality, argues that language, and politics that follows it has always 
been far more than a mere idea of choosing a language. He posits that one of the chief 
reasons for conceiving a language policy is for the purpose of cultural governance. 
Pennycook points out that “language policy is a crucial cornerstone of cultural 
governance that both reflects and produces construction of the other” (91). Pointing to the 
significance of the theory of governmentality in creating and maintain language policies, 
Pennycook asserts that governmentality 
Moves the analysis of governance away from the intentional and centralized 
strategies of government authorities towards the multiplicity of ways in which 
practices of governance may be realized. Thus our attention is shifted away from 
the state as an intentional actor that seeks to impose its will on the people, and 
instead much more localized and often contradictory operations of power are 
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highlighted. The notion also implies that in order to understand the regulations of 
public life, we need to look not so much at laws, regulations, policing, or 
dominant ideologies, but instead at discourses, educational practices, and 
language use (92). 
 
Further, Pennycook, theorizing this notion from a colonial context, contends 
The notion of governmentality focuses less on the formal modes of colonial and 
state control such as the military, law and bureaucratic apparatuses, and more on 
formations of culture and knowledge produced by colonialism… [Therefore] in 
language policy… the issue is not so much one of mapping out the formal policies 
that promote or restrict the use of certain languages, but instead how debates 
around language, culture and education produce particular discursive regimes 




Language Policy and the African Nation-States: Colonial Legacy 
 
According to James Tollefson (2002) “conflicts about language usually have 
source in group conflicts in which language symbolizes some aspect of a struggle over 
political power and economic resources… [And] when language is perceived as a marker 
of group identity and determiner of access to political power and economic resources, 
then the probability of …conflict increases” (5-6). Therefore, when trying to 
contextualize language policy in Africa, one has to first and foremost look at the colonial 
experience of the continent and the power struggle between the colonized nations and the 
European colonial powers.   
Analyzing the relationship between language and domination in the colonial era, 
Ngugi wa Thiongo (1986) observes:  
The real aim of colonialism was to control the people’s wealth…to control the 
entire realm of real life language. Colonialism[s]… most important area of 
domination was the mental universe of the colonised…through culture…this 
involved [the]…destruction or deliberate undervaluing of a people’s culture…art, 
religion, history, education… and the conscious elevation of the language of the 
coloniser. The domination of a people’s language by the languages of the 
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colonizing nations was crucial to the domination of the mental universe of the 
colonized (16). 
 
In order to understand how colonizers succeeded in transforming the colonized 
and eventually controlled their ‘mental universe,’ one has to examine the ways and means 
used to accomplish this feat. According to Ngugi wa Thiongo, the colonizers identified 
and successfully exploited the duality of languages in it as a means of communication 
and as a carrier of culture (13). In communication, wa Thiongo identifies three aspects: 
“there is first…the language of real life…that is the relations people enter into with one 
another in the labor process…producing wealth or means of life like food, clothing, 
houses…the second aspect of language as communication is speech and it imitates the 
language of real life, that is communication in production…the third aspect is the written 
signs” (13). These three aspects create a sense of harmony within the child, in that these 
three aspects normally interact and reflect one another. When that harmony is broken, the 
child develops a shelter, an alienation from society and what is natural. 
According to wa Thiongo, the third aspect constitute the most damaging of the 
three within the context of language as communication, particularly within the colonial 
reality. Wa Thiongo argues that this aspect was the colonizer’s most effective weapon as 
it involved disassociation from a child/pupil’s immediate environment. Wa Thiongo 
argues: 
The language of an African child’s formal education was foreign. The language of 
the books he read was foreign. The language of his conceptualisaton was foreign. 
Thought, in him, took the visible form of a foreign language. So the written 
language of a child’s upbringing in the school…became divorced from his spoken 
language at home. There was often not a slightest relationship between the child’s 
written world, which was also his language of schooling, and the world of his 
immediate environment in the family and community…the harmony existing 
between the three aspects of language as communication was irrevocably broken 
(17). 
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He also identifies language as culture. Here too, the author refers to three features 
that make language a cultural aspect. First, he points to the notion of culture as a product 
of history that in turn is reflective. Culture is a product of reflection of human beings 
communicating with one another in the very struggle to create wealth and to control it… 
[The second] … aspect of language as culture is an image-forming agent in the mind… 
[Third] culture transmits or imparts …images of the world and reality through the spoken 
and the written language that is through a specific language (15). 
Therefore, the two—language as communication and language as culture—are 
dialectical. As wa Thiongo puts it, “communication creates culture: culture is a means of 
communication” (15). In short, the two notions are inseparable, as one depends on the 
other especially in matters of cultural reproduction and the development of social and 
economic relations amongst people and in how people perceive themselves in the eyes of 
the world. 
Although agreeing with wa Thiongo’s assessment of colonial-foreign language 
policy imposition in Africa, Ali and Alamin Mazrui (1998) take the argument a bit 
further pointing to the problematic nature of the thesis by some neo-nationalists such as 
wa Thiongo, who argue that colonial powers pursued a monolithic language policy that 
aimed to destroy African languages and control the mental universe of the colonized. 
Mazrui and Mazrui (1998) argue that, “this monolithic view of the colonial experience 
obscures policy differences that ranged from the French goal of linguistic-cultural 
assimilation to the exclusivist German approach that denied the colonial subject any 
access to the language of the colonial master” (55). Furthermore, this approach to 
language policy by the colonizer, especially in the German’s case, “contributed 
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significantly to the consolidation of the Swahili language in what was then German East 
Africa” (ibid). 
Mazrui and Mazrui further posit that in Kenya for example, the colonial 
authorities had to mediate between three competing colonial elements in establishing a 
language policy. They identify these forces as the Christian missionaries or the 
Livingstonians, colonial administrators, and the British settlers. Mazrui and Mazrui argue 
that Christian missionaries believed that conversion or spiritual communication with 
Africans could best be achieved using indigenous languages. However, in contrast with 
the missionaries, colonial administrators who had an interest in educating and training 
potential low level government employees believed using the colonial language, the 
Christian faith and few British mannerisms was the best step to take to assure efficiency 
in the colonial administration (1998:55). They also point out that colonial administrators 
believed that “such an education…should be specifically suited to the African condition, 
and should disrupt African cultures as little as possible” (55). 
As for the settlers’ position on language, Mazrui and Mazrui posit: 
The British settlers, who saw the African primarily as a source of cheap labor for 
their plantation…opposed the Europeanization of Africans, lest they become too 
‘civilized’ to accept passively the role of wage labourers. At the same time they 
opposed the preservation of the African cultures in their localized forms because 
they desired to encourage the cultural proletarianization of the peasants. As a 
result the British settlers generally preferred the promotion of Kiswahili, a trans-
ethnic African language, in the education of Africans because they regarded 
cultural fusion and ‘detribalization’ as crucial to the creation of a wage–labour 
force (56). 
 
In the contemporary period, perhaps there isn’t a more interesting, yet complex 
case of language policy implementation the one commenced by the Post- Apartheid 
South African government.  Burying, but not forgetting the historical legacy of racial 
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tensions and injustices that a majority of the country had to endure at the hands of a few, 
South Africa has managed to unite and come to a compromise on language policy. 
Contemporary South Africa has an astounding eleven official languages. Understandably, 
the process was not an easy one.  The repeal of state-sponsored apartheid laws brought 
the government closer to the people and allowed for more regional diversity. Thus, 
“education has been brought under one national ministry, instead of the legion of 
apartheid fragments. And the reconstruction and development of the country will proceed 
subject to a Constitution which enshrines the major rights, including language rights” 
(Stanley Ridge, 1996, 15).  
Prior to this breakthrough agreement on policy, the South African language policy 
could have simply that of language exclusion; exclusion based particularly, on race.  Ayo 
Bamgbose (2000) points out, “apartheid South Africa’s classification of races into white, 
Black, Coloured and Indian was done partly on the basis of language and largely of race. 
Blacks are a race, but they were put into different ethnic groups according to language, 
while non-African language speakers were classified exclusively according to race…The 
fact that language separates people into groups makes it a convenient way of classifying 
as well as of excluding” (8-9).  
Language policy in South Africa, constitutionally enacted in 1994, has many 
stipulations that are aimed at protecting a citizen’s right to the language of his or her 
choice. Ridge (1996), notes that among the post apartheid studies conducted, many found 
literacy rates to be very low with some figures projecting over “8.3 million or about 20% 
of the population as ‘lacking the reading and writing skills necessary to live and work’ in 
their [respective] communities.” Thus, it was very clear to the incoming government that 
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literacy has to be the top priority in language policy. Examining the constitution of the 
Republic of South Africa, Ridge points out:  
All 11 Languages… have official status nationally, and each provincial legislature 
has the statutory right to determine, on two-thirds majority vote, which of the 
national official languages will be official for provincial purposes. [Also]…The 
policy is rooted in a culture of rights, and is anticipated in the phrase… Which 
declares that: ‘all citizens shall be able to enjoy and exercise their fundamental 
rights and freedoms’. [Moreover] the policy grows out of an espousal of 
multilingualism and multiculturalism as a national asset (19). 
 
Currently, South Africans enjoy a considerable amount of freedoms and rights 
when it comes to choice of language. Quoting section 31 of the constitution, Ridge points 
out that in South Africa, “every person shall have the right to use the language of his or 
her choice” (19). However, this right is seen as a ploy to safeguard against language 
proscription considering the country’s past political history. Moreover, another section in 
South Africa’s constitution, section 3, which “establishes the right of each person to insist 
that the state or provincial administration communicate with him or her in whichever of 
the applicable official languages he or she chooses” (ibid). Initially these two, like several 
other rights enacted in South Africa’s constitution, appear to be very noble and 
applicable. However, in reality, these rights are subject to practicability and should not be 
interpreted literally. Ridge again observes that, “given the low levels of multilingual 
competence of most civil servants, there is little chance of right’s being realized for most 
African languages over the counter or the telephone. But a correspondent might more 
reasonably expect a reply in his or her language of choice” (ibid). 
In any case, unlike what we saw in the United States mid-term elections in 2006, 
where states like Arizona got to decide the official language, the process of choosing a 
national language in Tanzania was not democratic. There was no referendum that asked 
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the citizenry their choice in language. The decision to institute a language 
“undemocratically” is somewhat a common phenomenon in Africa and elsewhere. 
Mazrui and Mazrui (1998) point to military regimes in Somalia and Uganda as other 
examples of successful language planning that were not instituted democratically. They 
point 
Somalia offers a good example of government concern with the language 
question. Unlike most other African countries Somalia is relatively homogeneous 
linguistically, with virtually all its citizens being proficient in the Somali 
language. But because the country had no established orthography by the time the 
country became independent in 1960, Arabic, English and Italian, all ‘foreign’ to 
the country were adopted as the official languages. In 1972, however, a military 
decree of president Mohammed Siad Barre replaced these foreign languages with 
Somali as the official language, imposed Latin script…and set in motion an 
ambitious literacy campaign in the Somali language…[where] Somalia’s 
linguistic landscape was…transformed almost overnight… 
 
As Mazrui and Mazrui point out, in Uganda the debate whether to use Kiswahili 
or English as the nation’s official language had been a recurrent theme in Ugandan 
national politics since the country became independent in 1962. It again took the rule of a 
military dictator, Iddi Amin Dada, to offer a way out of the swinging pendulum and solve 
the language question by declaring Kiswahili a national language and introducing it as a 
main language of television and radio (96). 
In a number of countries, language policies choices are in most cases decisions 
made by central authority in a top-down fashion. In the case of the language education 
policy (LEP), the situation is the same. In nation-states, language education policy is used 
as a mechanism used to transmit the national policy agendas. Political entities imposed 
language education policies and government agencies such as parliaments, 
ministries/departments of education as well as regional and local governments and 
educational boards acting as its chief enforcers. There is normally little to no resistance 
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these decisions. Moreover, these sometimes-deliberate LEP decisions are in a number of 
ways very lucrative for bureaucrats as they get to exercise tremendous influence in 
enforcing political and social ideologies through language (Shohamy, 2006, 76). 
Shohamy speaks to the effects of these decisions: 
When entities grant language or languages special priority status in society, this 
language policy is especially manifested through the educational systems of the 
entity. This may imply using specific language(s) as medium(s) of instruction; it 
will often be the prestigious language(s) of the entity that most often have been 
declared “official”, an issue that may have special problems when the official or 
national language(s) are different than the home language(s) of some of the 
learners. In the current political environment where states are becoming 
multilingual, multinational and at the same time global, students are asked to learn 
language(s) that reflect and affect the interests of different groups… Such 
preferred languages…include languages that are considered important in the 
global world, as is the case with English in most countries (77). 
 
With teachers and other educational personnel such as principals and inspectors as 
its chief enforcers or agents, language education policy yields considerable power in a 
society and its educational system. It has the power to shape, and further determines how 
a particular society uses the language, and how it is taught. Moreover, language education 
policy has the power to “oblige people to adopt certain ways of speaking and writing” 
(ibid).  
In the case of South Africa, the country’s new constitution gave language policy 
in the education arena the highest priority, citing its importance as a key player in 
understanding individual rights and the furtherance of the country’s multicultural agenda. 
Once again, the South African constitution granted each of her citizens the right to 
receive instruction in the language he or she prefers as long as it is ‘reasonably 
practicable.’ This matter has become a big concern to scholars and citizens alike. Like 
many concerned with the notion of practicability, Ridge (1996) argues: 
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First, we should note that it is the individual’s right, and that in exercising it he or 
she has to make a personal choice. What this will mean in practice is difficult to 
ascertain. Such choices, where they have existed, will have been the prerogative 
of the parents, and it is not clear whether parents no longer have any rights in this 
area. The second aspect concerns the problematic notion of reasonable 
practicability. This issue is both politically sensitive if it vitiates the policy’s 
declared intentions, practically fraught, given the low level of development of 
some of the languages for academic purposes, the lack of adequate teaching 
materials, the shortage of well-trained teachers, and the stringencies induced by 




English as a Global Language 
 
The conventional wisdom on the spread of English as a global language has 
always been embedded in the idea that its spread has been natural. This idea, as it turns 
out, is not accurate as many scholars and researchers assert. In fact, many have contended 
that the spread of the English language worldwide has been deliberate and well 
organized, to go hand in hand with the spread of capitalism and the technological 
advancement that the world enjoys today. Pennycook (1994) explains: 
There is clearly a complex interweaving… of language acts and both local and 
global discourses. The relationship between English and global discourses of 
capitalism, democracy, education, development, and so on, is neither a 
coincidental conjunction – English just happens to be the language in which these 
discourses are expressed- nor a structural determinism – the nature of English 
determines what discourses are spoken, or the nature of discourse determines 
what language they are spoken in. Rather, there is a reciprocal relationship that is 
both historical and contemporary. Colonial discourses and discourses of 
contemporary world relations have both been facilitated by the spread and 
construction of English. English and a range of local and international discourses 
have been constituted by and are constitutive of each other, both through history 
of their connections and their present conjunctions (33). 
  
This eloquently put statement by Pennycook sheds light on question of language 
in education in Tanzania. Of particular importance is the notion that “discourses have 
been constituted by and are constitutive of each other, both through history of their 
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connections and their present conjunctions” (ibid). Pennycook’s argument also points to 
language acts and their relation to global discourses of capitalism, education and 
development as well as the historical connection it carries. The relationship between 
global discourses of capitalism, education and development is particularly pertinent to the 
issues tied to policy makers and enforcers of language policy. 
So how have discourses of English managed to constitute and uniformly form 
itself as the sole and desired global language? According to linguistic researchers and 
experts the answer is complex, but they have managed to draw some formidable and at 
the same time reasonable conclusions to the answer.  David Crystal (2004) hypothesizes 
that in order for any language to achieve the distinctive status of being a global language, 
the language has to “develop a special role that is recognized in every country” (ibid). 
Moreover, for that specific language (i.e. English) to gain considerable ground in a 
particular country, it has to be given, and concretely assume central roles within the 
country’s communities. Crystal points out that there are two main ways of achieving this 
objective of making a particular language, a language of power. One way is to give a 
language a special place in the country such as making it an official or semi official 
language of the nation. In this case, it is suggested by policymakers that the designated 
language be used in all vital aspects of the country’s social and economical life, such as a 
medium of communication in government, the courts of law, the media, and in the 
educational system.  
The second way the objective is achieved is to prioritize the language in the 
country as a foreign-language teaching tool. Here the language “… becomes the language 
which children are most likely to be taught when they arrive in school and one that is 
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most available to adults who – for whatever reason – never learned it or learned it badly 
in their early educational years” (ibid 8). To Crystal, this process has worked to 
perfection when it comes to the spread of English language in various countries. 
Countries such as Ghana, Nigeria, India, Singapore and Vanuatu are prime example of 
countries that have espoused this process. Not surprisingly, Crystal credits this 
achievement by English as an end result of the British and United States colonial 
undertakings around the world.  
Interestingly, both of the processes Crystal identifies which lead to English 
dominance have been applied in Tanzania and have achieved considerable traction in 
policy and policy makers. The language dominance has naturally manifested in the 
country’s educational system.  In Tanzania, English enjoys a very high and ‘distinctive’ 
status. One area in which the language enjoys this status is in the judicial system. A 
nation’s language policy tied to the judicial system works similar to that of the 
educational system. For example, in Tanzania’s educational system lower levels of 
education (kindergarten to primary school) instruction is in Kiswahili, whereas upper 
level education (secondary to university) instruction is in English. Interestingly, the same 
applies in the judicial system of the country, where the language of the lower courts is 
Kiswahili and English serving as the language for higher court. This hierarchy creates 
problems of inequality, exposing unfair practices of the system.  
It is obvious to many that there are certain advantages that the English language 
holds. It is also obvious that those advantages do not apply to the case of Tanzania’s 
judicial system where English has retained a distinctive status after independence. As 
Pennycook previously noted, in the English language “there is a reciprocal relationship 
  74 
that is both historical and contemporary” (ibid). In Tanzania, this could not have been any 
closer to the truth, as English is still one the official languages. Moreover, Crystal (1987) 
highlights the prominence of the English language: 
English is used as an official or semi-official language in over 60 countries, and 
has a prominent place in a further 20. It is either dominant or well established in 
all six continents. It is the main language of books, newspapers, airports and air-
traffic control, international business and academic conferences, science, 
technology, medicine, diplomacy, sports, international competitions, pop music 
and advertising. Over two-thirds of the world’s scientists write in English. Three 
quarters of the world’s mail is written in English. Of all information in the 
world’s electronic retrieval systems, 80% is stored in English. English radio 
programs are received by over 150 million in 120 countries. Over 50 million 
children study English as additional language at primary level; over 80 million 
study it at secondary level (these figures exclude China). In one year, the British 
Council helps over a million foreign students to learn English, in various parts of 
the world…. (358)   
 
These are staggering figures (that continue to grow) with regard to the spread and 
use of English worldwide. However, expansion of English also leads us to consider the 
criticism of the ‘globality’ of the language and its incredible spread. Specific to the 
criticism, is an assumption of its naturalness, neutrality and mutual benefit of English, 
which reinforces the widely held belief of its superiority. Pennycook (1993) argues that 
there are some important intricacies that are worth further examination which can curtail 
the normalizing of the global spread of English, despite those like RX Hindmars (cited in 
Pennycook) who proclaimed, that “the world has opted for English, and the world knows 
what it wants, what will satisfy its needs” (8). In response, Pennycook notes:  
The spread of English is considered to be natural, neutral and beneficial. It is 
considered natural because, although there are may be some critical reference to 
the colonial imposition of English, it subsequent expansion is seen as a result of 
inevitable forces. It is seen as neutral because it is assumed that once English has 
in some sense become detached from its original cultural context, … it is now a 
neutral and transparent medium of communication…it is considered beneficial 
because a rather blandly optimistic view of international communication assumes 
that this occur on cooperative and equitable footing (ibid). 
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David Crystal (2004) sums up the globalizing language argument by positing that 
the main ingredient of a language becoming a world language has everything to do with 
the power of the people who speak it (10).  He continues by pointing out that the power 
he means comes in different forms. It can be in the form of political (military), 
technological, economic, and or cultural power. Further, Crystal argues that each one of 
these powers has contributed immensely to the growth and spread of the English 
language (ibid).  
Two of the most important aspects of these powers related to language, and in this 
case English, began to take root in the sixteenth century through the use of political 
control and technology.  As Crystal points out, “political power emerged in the form of 
colonialism that brought English around the world from the sixteenth century, so by the 
nineteenth century, the language was one ‘on which the sun never sets’” (ibid). Political 
power is incorporated and influenced by global and local political influences. Thus, both 
‘center’ and the ‘periphery’ actors who function as gatekeepers carry out the domination 
through the English language. In contrast, the power equation was exerted into 
technology during the industrial revolution of the eighteenth and nineteenth centuries, 
where an overwhelming number of scientists and technologists who led the movement 
conducted themselves through the English language (Crystal, 2004 10).  
In Tanzania, as we will see later on, the country has indeed experienced the power 
elements posited by Crystal. Moreover, Crystal’s statement on the power of ‘the people 
who speak the language and the spread of a language’ is very evident in Tanzania’s 
political, technological, economic, and cultural spheres. The notion of language and 
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power once again leads us to consider Pennycook’s hypothesis of the amount of 
knowledge stored in a primary language.  
Hence, the power of language is inextricably linked to of economic and cultural 
forces. The economic power tied to English gained momentum in the nineteenth century 
as the economic power of the United States flourished. A significant factor in the growth 
of this influence was associated with the rapid growth of the US population and its key 
role in the process of industrialization (ibid). Cultural power is firmly embedded into 
every facet of life through the globalizing process of the media. As such, English use 
gained prominence in the twentieth century, principally led by the United States (ibid). 
Furthermore, Crystal points out that these four aspects of power--political, 
technological, economical and cultural--represent significant domains that are fueling the 
spread of English worldwide. Through practices tied to politics, economics, the press, 
advertising, broadcasting, motion pictures, popular music, international travel and safety, 
education, and communication, the use of English is consolidated and reified as the 
language of power.   
 
Bilingual Education in Africa: Background and General View 
As mentioned earlier, most African societies are either bilingual or trilingual. In 
the African context, formal education has situate in historical contexts, specifically that 
that was exerted during colonialism. Margaret Akinyi Obondo (1997) notes that current 
bilingual education programs in Africa have been shaped by two groups: the ‘pro users 
and the ‘anti users.’ She notes that colonial powers Belgium, Germany and Britain fell 
under the category of ‘pro users,’ with Portugal and France as the ‘anti users’ (25). 
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Obondo explains this notion noting that, “The anti-users forbade the teaching of 
indigenous languages in their colonies because of their colonial policy of assimilation, 
which encouraged their own languages and discouraged African languages” (ibid).  
This policy gave way for some colonial countries to utilize language that they saw 
fit to their economic benefit. Obondo notes that Togo, which was colonized by Germany 
and France, had to go through two transitions in language policy. When the German’s 
(pro users) occupied the colony, they promoted indigenous languages to be used in 
education. They allowed the use of Ewe, one of the indigenous languages in the 
elementary schools. However, when the Germans ceded power to France (anti-users) 
after the Second World War, Ewe was completely banned from all government schools. 
For Anglophone Africa, the British left the authority of language use in education at the 
hands of the missionaries. Given this authority, Obondo (1997) notes, “The missionaries 
were quick to realize that the vernacular languages were the most effective media to 
lodge the word of God right into the hearts of their speakers (ibid, 25). According to 
Obondo, the English language was taught but it was limited to a small number of schools 
and to very few Africans (ibid). 
In any case, it is through these historical influences that many African countries 
today find themselves using the former colonial languages as their languages of 
education, where the use of an indigenous language is in most cases limited to the early 
years of the student’s education. Moreover, there are clear socio-political issues 
embedded in the difficulty of adopting meaningful bilingual educational program in 
Africa. This lack of a meaningful bilingual education policy has resulted in plummeting 
educational standards as well as a depreciation of the former colonial languages adopted 
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as mediums of education (see Crisper & Dodd, 1984; Rubagumya, 1990; Bamgbose, 
1991).  
Some scholars argue that one of the chief reasons that most countries in Africa do 
not have meaningful and successful bilingual education policies is because there is a 
“misconception regarding the place of foreign languages in education, which is itself 
based on the theory of language learning” (Obondo, 28). Obondo observes, “The 
prevalent misconception is that, in order to learn a second language, one needs maximum 
exposure or total exposure, and possibly in isolation of the first language in process” 
(ibid). Obondo posits: 
The question of exposure is even more daunting to policy makers in Africa because 
of the overrating of the foreign languages in these countries where the elite, as the 
product of colonialism, have really never been enthusiastic about the inclusion of 
indigenous languages in the education system… Granted, exposure is an important 
prerequisite for language acquisition, but it is not sufficient in itself. The failure of 
this theory has been adequately proved by the very fact that despite the use of the 
foreign languages as media of instruction in many countries in Africa, the standard 
of these languages has consistently gone down (26-27).  
 
Obondo points to a number of factors that possibly aid this model to function successfully 
in the African context; however, those conditions are in most cases unavailable to 
educators. She points out: 
Firstly, the teacher as a model must have a certain competence in the second 
language to enable her to structure her lessons in a way which allows for adequate 
exposure, which means that she must take account of how much learners know and 
can handle, and modify the language used for instructional purposes accordingly. 
This is not easy even for a teacher that has the native speaker competence in the 
second language. To ask an ill equipped, poorly paid and untrained teacher (a 
category which is in the majority in African schools) to accomplish this feat is like 
attempting to get blood out of a stone (ibid 28). 
 
 Given the difficulties associated with this model of education, an alternative one is 
needed, perhaps even more than one model for Africa, considering the differences at 
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work. However, an educational linguistic theory that might have potential for Africa, and 
specifically Tanzania, has been virtually ignored (see Obondo, 1997). ‘Developmental 
Linguistic Interdependence’ first suggested by Jim Cummins (1979), proposes that 
students have greater opportunities at learning a second language when they are initially 
taught in their primary language. This is not a new theory for those researching language 
policy or LOI policies. Over the years, there have been similar or some variations of what 
Cummins proposed. However, what is so unique about this theory is that it does not 
presuppose that children are in bilingual programs for transitional purposes in order to 
learn in a majority language, but it insists that children can be better served when they 
actually learn in their mother tongue.  
 Moreover, Cummins notes that this model, if utilized well, makes the process of 
learning a second language easier because children are already competent and can think 
in the language they understand best, thus enhancing the critical cognitive aspects of 
learning. Cummins points out, “The developmental interdependence hypothesis proposes 
that the level of L2 competence which a bilingual child attains is partially a function of 
the type of competence the child has developed in L1 at the time when intensive exposure 
to L2 begins” (233).  
 Furthermore, Cummins conceives that “when usage of certain functions of 
language and the development of L1 vocabulary and concepts are strongly promoted by 
the child’s linguistic environment outside of school… then intensive exposure to L2 is 
likely to result in high levels of L2 competence…” (ibid. 223) 
  Cummins also notes that there is a serious “lack of concern for the developmental 
interrelationships between language and thought in the bilingual child” in that most 
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research on the matter fails to examine the bilingual student and his or her school 
environment. Concerning this little-regarded (at least in some African circles) aspect of a 
bilingual child or student development, Cummins concludes:  
A direct determinant of the quality of this interaction is clearly the level of L1 and 
L2 competence which the bilingual child develops over the course of his school 
career. It is impossible to avoid questions like… What level of L2 competence must 
the child possess at various grade levels in order to benefit optimally from 
instruction in that language? To what extent is a bilingual child who has developed 
fluent surface skills in L1 and L2 also capable of carrying out complex cognitive 
operations (e.g., verbal analogies, reading comprehension, [and] mathematical 
problems) through his two languages? To what extent are L1 and L2 skills 
interdependent and what are the implications of possible inter dependencies for 
cognitive and academic progress? Also to what extent do various patterns of L1-L2 
relationship facilitate children’s general cognitive and academic progress? 
 
 The questions Cummins posed are especially vital for developing countries such as 
Tanzania, as these countries are in the midst of integrating into the global agenda. Two of 
the most important aspects in these questions are those that engage issues of language and 
thought. Over the years, African LOI researchers and bilingual education scholars have 
attempted to address these questions from the African context through numerous studies. 
Several of the studies conducted in Africa have resulted in positive and promising results. 
More importantly, the studies conducted utilized local languages or mother tongue as an 
L1 for education. The following are two examples of the studies conducted in Africa that 
made significant strides towards a working bilingual education that utilizes the mother 
tongue as the language of instruction. Although there are plenty of examples of 
successful bilingual education policies, these studies were chosen specifically because the 
research is Africa-focused. The similarities in the studies highlighted are helpful in 
analyzing the possibilities for a sound bilingual education and LOI for Tanzania. 
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Bilingual Education in Africa: Nigeria and Cameroon Experiences 
Bilingual education is an alternative educational approach that is employed by 
many multi-lingual countries worldwide with similarly complex linguistic make-ups as 
South Africa. Bilingual education is defined as the use of two (or more) languages of 
instruction at some point in the student’s school career. The notion of bilingual education 
has several working models in education settings worldwide. Transitional and 
maintenance bilingual education models are two of the major philosophies of bilingual 
education used by most educational systems today.  Other working bilingual models 
include the two-way immersion, indigenous language revitalization, and foreign language 
immersion. All the models mentioned fall into different broad categories that encompass 
or carry several sets of criteria. On this Jim Cummins (1997) observes:  
An initial distinction is whether bilingual education is defined in relation to means 
or goals. When bilingual education is defined in relation to the means through 
which particular educational goals are attained, proficiency in two languages is 
not necessarily a goal of bilingual education. For example… transitional bilingual 
education, aims only to promote students’ proficiency in English. When it is 
assumed that students have attained sufficient proficiency in the school language 
to follow instruction in that language, home language instruction is discontinued 
(xii). 
 
 Without question, African countries and their citizens understand the value of a 
good education. These countries also recognize the multilingual aspect of their individual 
societies. Over the years, several countries in the continent have attempted to institute a 
sound bilingual education to fulfill educational demands of their citizens. Most of the 
experimental bilingual projects showed great promise but unfortunately many were not 
able to last to realize their full potential. Some of these projects became victims of social, 
economic and political pressures. However, out of the many that were able to sustain 
themselves, there are only two that have stood out and shown significant and lasting 
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promise. These are the Six-year Primary Project of Ile-Ife in Nigeria and The Operational 
Research Project for Language Education in Cameroon (PROPELCA).  
 
The Six-Year Primary Project 
 The six-year primary project was initiated by concerned scholars at the Institute of 
Education at the University of Ife in Nigeria. The purpose of the study was to use mother 
tongue as the medium of instruction all throughout the primary education level. The 
language used in the project was Yoruba, with English as the second language taught 
from primary one to six. The lead scholar in the project, Babs Fafunwa, conceived the 
idea after observing the effect of language in many primary school leavers where they 
leave their primary education with no proficiency in either the language of instruction, 
English, or the mother tongue, Yoruba, Igbo and or Hausa (major local languages). 
Fafunwa (1975) was also encouraged to do the study after noting that none of the actors 
(parents, government officials, and teachers) were satisfied with the curriculum or the 
language policy in the country.  
 Furthermore, Fafunwa, like many after (see Cummins 1979), notes that a child 
learns best when taught in his or her mother-tongue, and that “The first twelve years is 
the most formative period of a child’s life, for it is during this period that attitudes and 
aptitudes are developed” (216). Fafunwa continues:  
It is also through this period that the child requires intelligent care of his physical 
needs and trained guidance in his mental, emotional and social potentialities [An 
African]… child should be encouraged from the start to develop curiosity, 
manipulative ability, spontaneous flexibility, initiative, industry, manual 
dexterity…He should acquire these skills and attitudes through the mother-tongue 
as the medium of education which after all is the most natural way of learning. This 
is where the average European or English child has a decided advantage over his 
African counterpart. While the former is acquiring new skills during the first six 
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years in his mother tongue, the latter is busy struggling with a foreign language 
during the greater part of his primary education (ibid). 
 
 In any case, these among other reasons were the foundation for the formation of the 
project. It is through this understanding that project researchers made two hypotheses and 
several objectives for a well-rounded education. Two of the study objectives emphasized 
that through education provided in the mother tongue, a child will benefit culturally, 
socially and cognitively. Moreover, emphasis is given to teaching the English language as 
an entirely separate subject thus maximizing the ability of the student to learn it well 
(217). 
 Researchers also put forth several objectives that were integral to developing what 
they call “a coherent primary education for the child and make him [or her] an intelligent 
citizen of his [or her] country” (ibid). The following were the objectives of the project: 
1.  Develop a primary school curriculum that is relevant and useful both to the child 
whose formal education terminates in primary six and the child whose education 
continues thereafter; 
 
2.  Design materials with appropriate methodology for teaching the proposed 
curriculum effectively; 
 
3.   Employ Yoruba language as the medium of instruction on the assumption that the 
child will benefit cognitively, socially, culturally and linguistically through the 
use of his mother tongue as the language of instruction throughout the primary 
school and thus bridge the gap between home and school; 
 
4.   Teach English language effectively as a foreign language through specially 
trained teachers throughout the six years, and 
 
5.   Evaluate the project continually with a view to determining the presence or 
absence of certain significant differences between the project children and those 
of primary schools not connected (217) 
 
 Overall the project was successful almost immediately. As with many projects of 
this kind, it encountered some initial difficulties. Besides grave technical reservations 
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from the Western State Ministry of Education, there were those who showed great 
concern that the use of African languages for such a program will diminish and even 
eradicated the use of English, a language much need for economic purposes and 
international communication. About this project, researcher Adebisi Afolayan (1976) 
noted that its purpose was to improve the teaching of English through setting more 
satisfactory education and linguistic goals so as to ensure that teachers had the materials 
necessary to achieve maximum efficiency (118). Afolayan continues: 
It is well known that the two major problems in teaching English are teachers and 
books, which, qualitatively and quantitatively, are usually in inadequate supply. 
The problem of teachers is by far greater and more serious. Whereas adequate 
books in the hand of adequate teachers could be effective, even the most adequate 
book in the hands of inadequate teachers are practically useless. It would seem that 
what really defeats all the efforts being made to improve the standard of English 
teaching is the tacit assumption underlying the present policy concerning the 
teaching and use of English language in schools—that every primary school teacher 
can be an efficient English language teacher and user (ibid 118). 
 
 The Six-year project managed to score significant results that included developing 
vocabulary and teaching materials via the medium of Yoruba. These results were 
eventually more than helpful in preparing students to transition to secondary education, 
where the medium is English, as they were able to achieve competence in the mother 
tongue. The initial successes of the projects was achieved through among other activities, 
subject panel committees where five panels were divided to work on different subject 
areas. The subjects were Yoruba, social and cultural studies, science, mathematics and 
English. The project also conducted writing workshops. In these writing workshops, 
researchers and teachers came together with the intention of finding solutions to problems 
encountered in the curriculum, syllabus and teaching materials. Afolayan notes, “There 
was an overall revision of existing curriculum and new areas of studies such as 
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elementary science, the new mathematics and social and cultural studies were 
introduced” (121).  
 The Six-year Project of Ile-Ife is still seen as one of the most complete and 
successful experimental education projects ever initiated in Africa. This project was able 
to systematically and expertly utilize the full nature of a bilingual mother tongue 
education and all its aspects at the primary level of education. Over the years, several 
countries have emulated the project with mixed outcome levels.  
  
The Operational Research Project for Language Education in Cameroon 
(PROPELCA) 
 
 Similar to the Six-year Project of Ile-Ife, The Operational Research Project for 
Language Education in Cameroon was also primarily initiated to support the national 
educational development reform. Maurice Tadadjeu (2004), who was also the first project 
leader of PROPELCA, frames the idea of this project as part of greater development 
agenda for Cameroon and the African continent in general. He notes, “Human resources 
are the determining factor in national development. We believe that education is the best 
means for human resources development. In the education system, nothing conditions 
success more than language and language-related skills” (8). As a result, concerned 
scholars and educators joined the project to produce change and to examine how the 
country’s language policy was affecting students and their cognitive abilities in education 
attainment. 
 PROPELCA started in 1978 at the University of Yaoundé. The Institute of Human 
Sciences, the Cameroon Branch of the Summer Institute of Linguistics, the Roman 
Catholic Education System, and the Protestant Education System also support the project. 
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It involved a team of twenty researchers. The team of PROPELCA researchers began the 
project by initializing a two-year preparatory phase that started in 1978 and ended in 
1980, with the experimental phase starting in 1981. Tadadjeu argued that the preparatory 
phase was necessary “because of the linguistic complexity of Cameroon” (9) which has 
more than 200 languages with 24 of them as major languages. Because of this stated 
complexity, researchers had to use caution and practicability of the languages they used. 
Tadadjeu notes: 
This experiment was carried out in four Cameroonian languages: Ewondo, Duala, 
Fe’efe’e, and Lamnso’. Over 3,000 children went through the experiment in eleven 
schools between 1981 and 1987. The PROPELCA team has developed a model for 
optimal, mother-tongue initial education at the primary level, especially in the rural 
areas. Though the experiment was a success, use of the model in other areas is not 
known due to the linguistic complexity of Cameroon (9). 
 
 All things considered, the aim of the experimental project was to eventually adopt 
this model nation-wide. With this goal, project researchers conceived and utilized 
extension phases that began at kindergarten and ending at the secondary education level. 
According to Tadadjeu, the following were the objectives identified for the three phases 
of the project: 
1. At the primary level, we will extend the number of subjects from 3,000 to 30,000. 
We will extend the languages from four to twelve to test the transferability of the 
model from one language to another. 
  
2. At the secondary level, the PROPELCA team is extending the initial model from 
the first and second years to the third and fourth years. Steps are also being made to 
validate this model by giving national language tests in the official examinations at 
the fourth year.  
 
3. At the preschool level, we aim to start initial mother-tongue education in the 
kindergarten classes. Emphasis is on the development of scientific and 
technological awareness of little children through games in the mother tongue 
derived from the immediate environment.  
 
 The first two phases (kindergarten/primary) were considered to be a huge success. 
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Evaluating the initial phase, Tadadjeu wrote: 
The PROPELCA project showed that the Cameroonian child is best prepared to 
become an agent of the transformation of his own environment if early educational 
content is presented in the mother tongue. This is especially true in rural areas. The 
project also showed that the child who starts school in the mother tongue and 
moves progressively to the official language, masters the second language better 
than one who starts schooling directly in the second language (9). 
 
 Furthermore, the PROPELCA experiment received a tremendous stamp of approval 
when in 1984 ten Catholic secondary schools sought its help to institute Cameroonian 
languages into their school’s curriculum (ibid). Tadadjeu noted that this endorsement by 
the Catholic schools led to the final and third development of the experimental project 
that was adapted at the secondary school level (ibid). 
 Thus far the project’s secondary level has also reaped great success. It has enjoyed 
this success by employing a sound bilingual education coupled with the tremendous 
support that it has received from all corners includes the President of the country, Paul 
Biya, a champion of using local languages for education. According to Tadadjeu (2004), 
the project “has brought a profound social impact [where] Local education authorities 
made various commitments to promote initial mother-tongue education, especially in the 
private sector” (ibid). More importantly, the project and its researchers have made a 
commitment to this effort by continually developing and producing experimental 
materials for schools, training of teachers and evaluating the extension phases. 
 As evident from these two studies on bilingual education in Africa, the possibilities 
for similar models to be applied elsewhere show promise. As the studies conducted show, 
it takes determination by researchers, educators and policy makers as well as the 
willingness of the national and local parastatal institutions to cooperate in such an 
initiative. Moreover, we are left to consider if such a method of bilingual education might 
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be viable within the Tanzanian educational system. This, of course, requires an 
assessment of contemporary issues related to language policy, as defined by Tanzanian 
scholars, researchers, and policy makers in the field. 
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Chapter 4 
Tanzanian Voices on Language Policy 
This study examines issues of educational policy development in Tanzania as a 
nation-state that is both postcolonial and is involved in the globalizing process. 
Interviews in this study point to a major struggle at work. On one hand, the arguments 
seem to uphold the imperatives and demands of globalization and the knowledge 
economy. This argument supports the continuing colonial inheritance in relation to 
language teaching. In this case, views related to the language for education highlight the 
teaching of the English language, especially at the secondary and tertiary levels. 
However, another set of arguments emerges which engage this question from the 
nationalist point of view. This perspective points to the significance of nation building. 
Among the prominent and outspoken members of this group are participants who have 
considered linguistic issues related to learning and learner efficiency. Therefore, it is 
from these two opposing arguments that the research must draw, analyze, and 
demonstrate the possibility of a compromise. This chapter focuses on voices of the 
participants. They include researchers, teachers, parents, students, educational officials 
and policymakers. The following illustrates the views expressed by the interviewees on 
the subject of language policy. 
 
Language of Instruction 
When participants of the study were asked their views about the language of 
instruction, different attitudes surfaced. Some of the major issues included matters of 
choice and the prestigious nature of the language currently used in post primary 
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education. Other views that had to do with ‘need or needs’ with respect to the current 
language use. The first person interviewed on this notion was Tanzania’s Principal 
Education officer, Dr. Mwajuma Binti. Dr. Binti was asked to explain the reason for hold 
from the government’s point of view on rectifying the policy regarding language of 
instruction that is clearly detrimental to the Tanzanian students’ intellectual development. 
She simply pointed out that it was a matter of choice - a strategic choice embedded in the 
competitive nature of the current global politics and economics. Here she specifically 
pointed out that the development and mastery of English gives the country a competitive 
edge equally to that of its neighbors. She notes that the choice of Kiswahili language of 
instruction would have worked in Tanzania if all factors were equal. She explains:  
After the Makwetta Commission [a presidential commission charged with 
assessing the state of education in Tanzania in the early 1980’s. It recommended a 
switch to Kiswahili as LOI. See literature review above] report, the country went 
into some kind of drop as far as the economic status of the country is concerned. 
And so many sectors in the education sector suffered and that’s why in the late 
1980’s and early 1990’s we introduced cost sharing, which was not there. So, 
during this time it was just a matter of a choice. Here we are… you have so low 
enrollment, especially at secondary schools. You can’t just have Standard seven 
graduates and say my people have gone to school…especially when you are 
competing with your neighbors… Then, we had two universities whereas Kenya 
had almost thirty universities and we are neighbors… So it was just a matter of 
choice. Do we go back to [and or] do we shift and use the little money we have to 
change from English to Kiswahili or do we expand the system? (Personal 
Communication, February 20, 2009) 
 
A veteran secondary school teacher, Mr. Joshua teaching in the Iringa region in Tanzania 
is aware of the language question, and has seen its effects first hand. 
Teachers at these schools are doing the very best they can under difficult terms. 
The government is aware of this (language) problem, we are aware of this…On 
the surface, Kiswahili in secondary seems (like) a good idea for obvious reasons, 
but so far it (English) is the best option for us…at least for now (Personal 
Communication, March 2, 2009) 
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When asked his views on the language of instruction, Mr. Beda, an education officer at 
the Tanzania Institute of Education:  
We have introduced English beginning at Standard One.  First, this initiative is 
still very new. I don’t know when we will be able to fully assess if it is making a 
big difference from the previous policy that introduced pupils to English at 
Standard three… that is something that we are going to wait and see. We have so 
far seen some progress… on a small scale from the reviews that we did, but I 
don’t think that it is enough to say that it is really working or the English learning 
in school is fully solved. I hope that it does, otherwise we may have to consider 
something else… but I am optimistic… (Personal Communication, February 23, 
2009) 
 
A Head Mistress at a private English medium school in the town of Iringa, Mrs. Zinza 
also contributed her views on the subject: 
I have taught in private and public schools for sometime now. To say the least it 
never used to be this way. Back in the time when I was in school, we never had 
this problem. We had great teachers, and yes the language we used was English. I 
believe it comes down to the environment and good teachers. But like anything, 
we have to adapt. We have seen this coming for years. Teachers we once 
had…the ones that were great at teaching in the current medium have long since 
retired. What we have now are… seriously, are sub-par teachers… trying or 
forcing themselves to teach in this language. The product of a new… lets say old 
policy that clearly is at the heart of the problem. So, yes something needs to be 
done, but I do not know what… (Personal Communication, March 3, 2009)  
 
Reacting to the Principal Education officer on the subject of language of instruction and 
the policy-makers decision not to act, a researcher at a local university Dr. Kibiriti notes: 
Choice has nothing to do with it. Other countries have done it. We can switch and 
it will work. They (policy-makers) are afraid it is going to fail. If given a chance, 
we can make it work. But we haven’t gotten that chance… Look around the 
world… How many have done it, or use their own language and are still able to 
compete economically? Isn’t that what she said? Compete with our neighbors? 
They (neighbors) are little well off using English, but no more better than we 
are… and we are in a state of confusion linguistically! (Personal Communication, 
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Globalization and Donor Policies 
It was expressed to interviewees that there have been many studies, both internal 
and external, that have suggested and recommended that Tanzania will be best served 
educationally if there was a change in language policy. Interviewees were asked of the 
government’s decision not to take any action on language policy in schools has to do with 
globalization or donor policies. They had the following to say. The Principal Education 
Officer, Dr. Binti. Remarked: 
Nobody is refuting the research results of the studies done on language, but it is a 
matter of choice. When you have to make choices you have to weigh which one 
will benefit the country… So we had to make a choice, to expand the system or to 
change the medium of instruction… especially when we were facing hard times in 
the 1990’s. For the expansion that I am talking about, we got a loan from the 
World Bank. It was for the expansion of primary and secondary schools. So if you 
are borrowing money that you have to pay later, you have to make a choice. 
Which is the most priority to have more children going to school or to have few 
children going to school and change the medium of instruction from English to 
Kiswahili… If we get somewhere where we can compete with the Kenyans and 
the Ugandans then maybe we can think of switching from English to Kiswahili 
(Personal Communication, February 20, 2009)  
 
On this question, a prominent language researcher, Dr. Kibiriti notes: 
These people (policy makers) it’s not like they don’t see it. These people have 
prescribed to… They are in a state of control from outside without even them 
knowing. This is something that was has been left on our brain. Even for us who 
went to school, teach and research the subjects… we are all in the same boat. 
Imagine… and this happens often, if someone ‘butchered’ Kiswahili language, 
there seem to be no problem. But if someone butchers the English language, 
people immediately look up and have something to say… it is disgraceful. We are 
continuing with what we have been given, for the benefit of those who gave it to 
us… What they gave us has been well disguised to a point where it is very 
difficult for us to figure out. This education [in this language] has blinded us, and 
I have no idea how we are going to get out of it (Personal Communication, 
February 23, 2009). 
 
Educational officer, Mr. Beda gives his view on the subject:  
I don’t know if it has to do with globalization. From what I know, globalization is 
a good thing. It keeps us closer to others around the world. I am not sure… I have 
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never personally been involved in these matters, but I know that the big NGOs do 
have a lot of influence in Tanzania… It is very obvious us and to a lot of 
Tanzanians. A company like SIDA [Swedish Development Agency] might have 
influence in small industries… technical education and so forth. So overall, yes. 
There is a lot they can influence in policy. But I think… We… our high officers 
have a lot of power too in decisions… not just the NGOs who make decisions 
(Personal Correspondence Feb. 24, 2009).  
 
In a fiery newspaper commentary linking the idea of national development to that of 
language in the current globalizing world, Azaveli Lwaitama (2009) notes: 
We seem to be bogged down by in a strange love-hate desire to concentrate all 
our energies on teaching out children how best to speak and write in English or 
French, even if we end up not being able to impart enough knowledge and skills 
to these children so that they may be able to competitively sell to the world some 
industrial good and services rather than mere brute physical strength and raw 
natural resources… Our foreign visitors…will continue to come and use our brute 
muscles and natural resources at their leisure, whenever they need these in order 
to competitively produce the industrial good and services which the globalized 
world needs and for which it is prepared to buy at the producer’s price. We for 
our part will continue to produce brute muscle and raw materials, which we will 




International Aid, Resources and Language Policy 
On the question of whether there are any pressures that the country experiences 
when dealing with aid institution such as the World Bank, especially when it comes to 
educational resource and allocation of donor funds. Dr. Binti notes:  
Of course we can’t deny that the aid has some impact, because you see and as I 
said before... first of all when you talk about globalization you can’t live outside 
the global world… nobody can do that. And as I said before, if you have a choice 
to make, you have to make it according to the conditions available. Now here we 
have for example the World Bank… They have assisted us to expand the system 
although it is a loan but they would not assist us in policy or to change the 
medium of instruction from English to Kiswahili even if we wanted to. They 
would not… They can’t push us. Policy makers still have got a say. The project is 
made by Tanzanians not the World Bank or the IMF or the British Council. We 
say that we got this problem can you assist us? Of course they have and make 
some conditions to assist us… there are some conditions. But it’s not like they say 
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ooh you have to do this and that… We discuss the conditions and meet 
somewhere between... (Personal Communication, February 20, 2009) 
 
Educational official, Ms. Ada answers the question in relation to what is immediate, that 
that has always been the focal point of Tanzania as a nation. She says: 
The idea of nation building and English go together, and has always been linked 
together since independence. When Mwalimu (Nyerere) championed Kiswahili as 
the national language he had his reasons and they were achieved…Unity of the 
country and so on. However, Mwalimu also noted that we couldn’t part ways with 
English. We need it… We need it for nation building. We are poor country with 
very small resources. Look around here [the country]… Schools are lacking 
resources and we are trying out best to provide them with books and labs. It is 
very costly. So when the UK says that we can help with books, we gladly accept 
(Personal Communication, February 24, 2009). 
 
Her colleague, Ms. Maria concurs on the subject of resources noting:  
I do not think it is a question of pressure from the World Bank or the IMF or the 
British… Students in the classroom are happy to have some (donated) books. But 
not all schools get the books donated. They are not enough to go around all the 
schools in the country. So in most cases, the books donated and the books we 
produce in country usually go to teachers of the subjects at the schools, and the 
students are copying what the teacher writes on the board…. There is simply a big 
shortage of resources and the students are the ones suffering because of it (ibid). 
 
The question of resources was also posed to a secondary school teacher in Dar es Salaam, 
Mrs. Ukerewe. She reveals:  
The content of the books we receive are obviously different from what we 
try to produce here. In most cases we have no control of it. They can 
donate what they want… It’s a donation…all we can hope for is that the 
books have some reference (relevance) to what our education system is 
meant to provide our students. In the case of the UK, they were our 
colonizers, so we have the same system… their education is similar except 
for language… (Personal Communication, February 27, 2009) 
 
On this subject a prominent publisher in Tanzania, Mr. Bahari, notes:  
The country is in a state of peril when it comes to publishing resources for 
schools. We once had a very proud publishing outfit here (The Tanzania 
Publishing House). We produced plenty of books for schools at all levels. Many 
prominent scholars of the 20th century like Walter Rodney published there. It is 
now defunct… [It is] … there in name only selling old books.  DUP (Dar es 
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Salaam University Press) is also in bad shape, hardly producing at all. So overall 
the state of publishing in the country is in serious jeopardy of completely 
disappearing… We once again rely on others to publish. (Personal 
Communication, February 27, 2009) 
 
 
Local Elites, Intellectuals on Language Policy 
The question of English and its role in Tanzanian politics has always been a dicey 
one. English is officially recognized as one of the official language of government but 
plays no major role in local politics or daily life outside of the school. In addition to the 
role elite’s play, interviewees also expressed the need for English in schools. 
On this subject, a university professor in Dar es Salaam, and a prominent 
commentator on language issues in Tanzania, Dr. Bukoba notes:  
It is interesting that the government designates this language (English) as the 
official language where the body politic itself hardly uses it. It is not the language 
of Bunge (Parliament)… Deliberation in it are not conducted in English… and it 
is my opinion that most of the MP’s do not have a good command of it… yet, 
they want and insist that their children learn in it! This is a very broken system… 
(Personal Communication, February 23, 2009) 
  
Another professor and language researcher, Dr. Kibiriti, comments on the role 
played by local elites, recalls a meeting with the minister of education discussing the 
future of education in the country, where among other subjects, the question of language 
surfaced. Dr. Kibiriti recalled 
It is interesting to me on what we do to the next generation. I remember we once 
asked the minister of education for some funding to start an experimental 
Kiswahili medium school. He flatly refused, and said he wasn’t going to suggest 
this motion to the Bunge (Parliament) on behalf of his ministry because it doesn’t 
make any sense to him. After all the research results on language in schools, 
which he is very familiar with, he still refused to even consider the idea. He was 
however, kind enough to suggest that, if we have or receive funding to start such a 
school, he would be happy to give his ok, but he would not fund it through his 
ministry…Interesting and very disappointing (Personal Communication, February 
23, 2009). 
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A researcher professor at Mkwawa University College of Education Dr. Kiti reflects 
further on this issue: 
We have been telling the government for years about our findings… It is funny 
really… they commission us to do the research or ask for our opinions on it but 
they never follow up. We are constantly pleading with them. They know this but 
for some reason can’t act on it… The problem can be seen at any Secondary 
school in the country. It is a well-known fact that students aren’t learning the way 
they are supposed to because of the language barrier… We see it here (at the 
college)… in the classroom…but we also see it is not a problem in primary 
schools… so why not switch? Well they use Kiswahili there… It is that simple 
(Personal Communication, March 4, 2009).  
 
Ms. Ada, an officer at the Institute of Education points out that, “It is easy said 
than done. It is the ideal thing to do in the perfect world, but I know we can’t change it 
(English) now… We are not ready. We need it for our national and educational 
survival… for our students. It is not practical to abandon English now… it might be lost 
to our children” (Personal Communication, February 24, 2009).  
Dr. Kibiriti adds: 
These long and well held beliefs of loosing English are unfounded. There are 
several examples of countries doing what we are suggesting through research 
done and are attempting to do, that proves otherwise. What some on this 
bandwagon believe is that researchers are saying to English. No one is saying that 
we should stop teaching English. That is far from what we believe. English has to 
really be taught as a language of communication and not the language of 
acquiring knowledge. I say this especially considering the current teacher pool 
that we have in Tanzania… something needs to be done 9 Personal 
Communication, February 23, 2009). 
 
Dr. Lulu, at the University of Dar es Salaam, also believes the cries to switch 
mediums from English to Kiswahili might be immature. Dr. Lulu observes 
Although I understand the arguments of the pro- Kiswahili movement in matters 
of education, I cannot help but think that if all this (the switch English to 
Kiswahili) is done in hurry, we will have truly missed the boat. Most knowledge 
today in the world is in English… We do not have those resources to help make 
the transition. What is even more interesting is most of the pro Kiswahili people 
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know this… and it is the reason why they send their children to go study in Kenya 
and Uganda because those countries use English as their language of instruction. 
Ask them why they want to subject other people’s children to learn in Kiswahili 
while they take their kids abroad for studies? Why is that? They know why…. 




Parents, Students and Teachers’ Attitudes Towards Language Policy 
In the interviews conducted in this study, parents, teachers and students views on 
language of instruction in schools in most cases seem to be similar to that held by the 
government and policymakers. However, though for now they were willing to support the 
current policy as is, they were also ambivalent in fully endorsing it as the best guiding 
principle for the future. Moreover, some of the interviewees were asked the question in 
relation to recent form four national examination numbers which were just recently 
released. On this question, a professor at the department of education at the local 
university, Dr. Kwame notes: 
First, I believe parents know as well as we do how the English language is a 
barrier to their children’s future. We don’t have to tell them that… they know. As 
the country has shifted its national policy over the last twenty years [from 
socialism to neo-liberal] some parents now can afford to move their children from 
one failing school (public) to another (private-English medium). That number is 
very small. The majority of Tanzanians cannot afford that. As far as we know, 
there are no scholarships to go to these schools. So most children end up going to 
public schools where the language problems persist (Personal Correspondence, 
Feb 27, 2009). 
 
Mama Bongo, a parent of two students, one in secondary school and another in 
primary school had this to say on the question of language: “I know our schools are not 
what they used to be. There are too many students in the class, and very few good 
teachers. I want my kids to have a good education, and I want them to have good 
language skills (English). Knowing the situation, my husband and I enrolled our children 
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in English medium schools. There I know they will be taught well to get ahead in this 
new world” (Personal Communication, February 28, 2009). 
Mr. Segerea, secondary school teacher, who earlier had taught at the primary 
level, notes, “Our students are struggling. Most of them are really not able to grasp the 
material taught in English. We (teachers) have to use other ways to make the subject 
understood… We use what some call Kisw-English [Kiswahili and English-Code-
swtiching]. Sometimes there is no way around it but that. That is how we sometime work. 
Ours [his schools] I am sure is not an isolated case. Waalimu wengi (many teachers) they 
do it. Otherwise what is the point of class?” (Personal Communication, February 27, 
2009) 
When asked his views on how parents, teachers and students are coping with the 
language of instruction, Dr. Sekou, a language researcher, and advocate of Kiswahili as a 
medium of instruction, argues:  
This solidifies the points we are trying to put across to the public and the 
government. English can longer take the lead in education… Children will be 
forever scarred if we continue this nonsense.  I do not recall how many times we 
have had meeting at the ministries and conferences that the officers from there 
attended. We have recited the numbers… they hear the numbers… yet nothing. 
We have ‘Kiswahili Day’ now… it has always been there, but now a very popular 
event. Poems are read in Kiswahili, books in Kiswahili are there and so on. We do 
the same and they still hear us… but nothing. Now who do you think is 
responsible for the continual English rhetoric in Tanzania? Where do these 
parents hear that English is the only language that can bring progress and their 
children can do well in school? I wonder … Development? Think about that… 
The government has to do a better job educating the people about the benefit of 
their own language. We (academics) certainly are trying very hard to provide 
evidence, but we can only do so much (Personal Communication, February 24, 
2009). 
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Reacting to the question in relation to the examination results, and teachers’ 
opinions of their students, an officer at the Tanzanian Institute of Education, Ms. Maria, a 
former teacher notes: 
The results are not surprising. As a former teacher, I can understand why the 
teachers have that (low) opinion of the students’ abilities in the language… I have 
seen that myself. There are so many factors why students do not learn well in 
English and resources is one of them. So if you look at the situation of language 
plus few or no adequate resources, you will get this result… and reaction from 
teachers. We are… the teachers are doing better without many not having a lot of 
books for the students… So the results are not good. It is not what we want out of 
our students (Personal Communication, February 24, 2009). 
 
 Dr. Kibiriti adds that when conducting studies of language of instruction with 
respect to attitudes of the actors in question, researchers use Kiswahili, which is 
indicative of the problem of language in schools. Dr. Kibiriti 
Well it is obvious why we used Kiswahili in our studies. We have experience in 
these matters after so many years of doing these studies. Most students and 
parents that we survey cannot really express themselves in English… We can’t 
get real and complete answers if we do it in English as evidenced by numerous 
studies done so far. Yet as you can see most of the results, English is still 
preferred over Kiswahili… (Light laughter) or the numbers are evenly divided. 
Very interesting… It just seems that there is a lack of understanding on LOI 
among the involved parties (the actors) (Personal Communication, February 23, 
2009) 
 
On the same question, Juma, a second year student majoring in Political Science 
notes (in English), “Yes in some way I feel comfortable because I study hard for it. I 
wouldn’t be here if I was not good in the English language… but there are some areas 
where I still have problems understanding big concepts. But I know I can do it by 
studying hard and using the dictionary and in discussion with other students” (Personal 
Communication, February 26, 2009).   
Another student, Dogo, also a second year student majoring in History, answered 
the same question in Kiswahili:  
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Ndio. Mimi sina shida kubwa na Kiingereza kama lugha ya kufundishia. Nadhani 
kikubwa kwangu mimi ni kwa sababu historia ni somo zuri sana. Mimi nikisoma 
historia huwa naona kama nasoma kitabu kizuri ambacho kina mambo mengi ya 
kuvutia… kwa hiyo ni rahisi kwangu kwa sababu ninafurahia somo hili…vilevile 
lugha ya historia si ngumu sana kama masomo mengine. Lakini kuna masoma 
mengine inayobidi tuchukue ili kumaliza digrii ambayo kidogo yako magumu 




Yes, I think I am comfortable in it. I think the one big thing for me is that History 
is very interesting. When I study/read History, it is like reading a very good book 
that has interesting events… so it is easy for me because I enjoy it… also the 
language of history is not very difficult. However, there are other subjects that we 
have to take to fulfill to receive the degree that may be difficult to adjust to but I 
am working hard on those (ibid) (Translation by this researcher) (Personal 
Communication, February 26, 2009). 
 
Another interesting experience with respect to language in Tanzania is the 
phenomenon of students conducting after-class discussions in Kiswahili as opposed to the 
language they use in the classroom--English. When asked about this, the students 
collectively said they were comfortable in English. Naturally, they responded to the 
question using both English and Kiswahili. 
 One student, Mapesa, explains in English “We feel very comfortable outside of 
class using Kiswahili. It is a language that we all communicate in on a daily basis… in 
the mess, in sports …soccer pitch… basketball. It is natural to us” (ibid). Another student 
in her second year, Maua elucidates 
Tunatumia lugha zote mbili. Tunaanza kuangalia swali… of course swali liko kwa 
kiingereza halafu tunalitafsiri na kuliewa vizuri, then tunaanza kwa lugha zote 
mbili kwa sababu si kila mtu alielewa yote yaliyosemwa darasani. Lakini mara 
nyingi Kiswahili huwa ndio lugha inayotumika zaidi katika majadiliano… (light 
laughter). Ndio life ya wanafunzi hapa mzee… Lakini kila kitu huwa fresh... 
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Translation 
 
We use both languages. We look at the question, which of course is in English, 
then we translate it and understand it well, then we start in both languages 
because not everyone understood everything that was said in class. However in 
many cases Kiswahili is usually the language that will dominate the 
discussion…(light laughter). That’s our life here… but everything usually turns 
out ok… When we go back to the dorm we write what we discussed using English 
(Translation by this researcher), (Personal Communication, February 26, 2009). 
 
On the question of parents, teachers and students attitude towards language, Dr. 
Binti, the Principal Education Officer notes:  
…The Language issue, the government admits that it’s a problem… and of course 
one of the reasons it is because we do not have enough or adequate teachers… we 
don’t have enough in terms of numbers and in terms of quality… the suggested 
language policy (referring to the Makwetta commission findings), the solution, we 
also agree with it… Because if you are taught in a language that you understand 
then you understand the subject matter… it is easier for you even if you have to 
change to another language … you see…you can interpret it into that other 




Language, the Economy, Globalization and Culture 
Part of Tanzania’s economic life depends on its natural wonders that result in a lot 
of tourism ‘dollars.’ It is one the most visited countries in Africa because of its peaceful 
nature. In the case of Tanzania and tourism, it also means marketing that industry to those 
who can pay to go and enjoy those wonders. “You can’t go anywhere in Tanzania, 
whether it be the city in Dar es Salaam or in the up country without seeing remnants of 
west” remarks Dr. Sinza, a Professor of Linguistics. He continues by pointing out the 
reality: “we are dependent on tourism…what better way than to give them what they 
want and know… to market yourself… the country’s natural resources… and adverts are 
the key. They are everywhere… the Internet, television, on the streets… Coca Cola this… 
TIGO (mobile phone company) that… everywhere! And, as far as your question goes and 
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the trend these days, many are of course in English… You rarely saw this in the days of 
Mwalimu. Things have changed and we adapt…” (Personal Communication, February 
25, 2009)  
Dr. Sinza continued on language and culture commenting on two recent visits by 
two presidents from China and Turkey in a span of two weeks. Dr. Sinza points out  
First, what does it say about the country when you greet and address both of the 
leaders in English where they spoke their language when addressing us? That was 
a serious blunder by the (Tanzanian) President. It showed that you have no faith 
in your language… your culture…you are not proud of it! What does that say 
about us? Language is very important kwa Utamaduni wetu (for our culture) 
(Translation by this researcher). 
  
Another Professor, Dr. Lwaitama added to the two dignitaries visit commenting 
on the topic of language, education, economics and culture in a scathing Op Ed on a 
popular daily newspaper noting: 
These two nations have both become great nations not only because they occupy 
large landmasses but also because they have invested in education in such a 
manner that have managed to strike the right balance for themselves between 
quantity and quality. To have achieved such a feat one notices that both use their 
national languages… as languages of instruction throughout their entire 
educational systems. They have of course, also invested heavily in teaching the 
majority of their people important foreign languages like English. The more 
foreign language proficient among their nationals proceed to access in, say 
English, knowledge and skills generated outside their nations… These scholars 
then immediately pass such knowledge and skills on, in Turkish or Chinese 
publications, to the rest of their compatriots whom English happened to be not so 
good (The Citizen Feb 25 2009) 
 
In agreement with others, Dr. Kibiriti states: 
 
If some miracle all students in Tanzania learn English and they are proficient in it, 
the question is, how do they communicate with the Tanzanian community which 
is largely Kiswahili speaking? We are then talking about de-linking the school or 
the educated from the community, now is that the healthy situation? No! Now 
doesn’t it make much more sense to start with the language that the community 
understands, then to the second language and then to the third and even the fourth 
using Kiswahili as the base. Ideally, one usually understands their own language 
moves to learn the next and then others after that? Isn’t that what is being done in 
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America, India, Japan and many more countries globally? So why do we force out 
students here in Tanzania to learn a foreign language to use for school? (Personal 
Communication, March 9, 2009) 
 
On the question of language and culture, one veteran Tanzanian Hip Hop artist, K.C. 
added a globalization dimension:  
Zamani, wasanii walipoanza kurap katika muziki wetu huu wa kizazi kipya kwa 
muda walikuwa wakiimba kwa kutumia lugha ya kigeni…English. Lakini siku 
hizi kila mtu… wengi wetu tunatumia Kiswahili. Wengi wetu tunaipenda lugha 
yetu ya taifa. Lakini bado tunaona kuna watu mara nyingine wanatumia lugha ya 
Kiingereza katika Bongo Flava. Wapenzi wengi wanapenda watu wanaotumia 
lugha yao…Unajua ni vipi hii kitu ilibadilika? Watu walianza kuona noma kwa 
nini watu wengine wanatumia lugha yao lakini sisi hatutumii ya kwetu? Hapo 
ndio mambo yakaanza pole pole. Mara unaona leo jamaa mmoja kaimba kwa 
Kiswahili halafu watu wanaanza kuimaindi nyimbo yake kwa sababu watu 
wanamuelewa… au vipi? Kwa hiyo pole pole ikabidi kila mwanamziki aanze 
kuimba kwa kutumia Kiswahili. Sasa hivi ni mara chache sana kuona 
mwanamziki wa hapa Tanzania akiimba kwa kutumia kiingereza moja kwa 
moja… na hata kama wakitumia Kiingereza wanatumia kidogo sana. Sometimes 





A while back when rap music started in Tanzania, a lot of people used to sing 
using a foreign language…English. However, these days the majority of us use 
Kiswahili. A lot of us like our national language. But you will sometimes see 
others still use English in Bongo Flava. A lot of fans like artists who use their 
language… You know how this changed? People felt bad about it. Why are others 
using their own language but we don’t use ours? That is when things started to 
change slowly. One day you will see a fellow sing in Kiswahili and people begin 
to like the song because they understand him… you know what I am saying? So 
little by little all the artists started to change and began to sing in Kiswahili. It is 
rare these days to see a Tanzanian artist sing in English. And if they do they use it 
little. Sometimes they mix it up with both languages and even their home 
vernaculars… Maasai… Chaga… [Translation by this researcher] (Personal 
Communication, February 28, 2009) 
 
The study also asked the same question to two Tanzanian students studying in the 
US. On the subject of culture, education and globalization, Ms. Zabibu, who studies at an 
Illinois university, points out   
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I think globalization has nothing to do with whether one changes and embrace the 
American or any western culture or its ideals as your own. It has to do with the 
individuals themselves and whether they are willing to do that. I for one, I am a 
little older compare to many of my fellow Tanzanian’s studying here in the US. I 
have a family back home and cannot wait to go back once I am done. But I think 
younger students may have a different outlook on this… they are freer and grew 
up with globalization. I grew up in the socialist era… so maybe and I think some 
of our priorities are different (Personal Communication, April 20, 2009) 
 
Another Tanzanian student, M.A. student, Mr. Fule, at a university in Ohio State had this 
to say: 
Yes I think it (globalization) has managed to have its impact on culture…African 
culture. This is very true in every way. I mean… look at the way we dress, music 
we listen to and even our expressions… Globalization has given us Bongo Flava! 
So yah, I see it in a lot of Tanzanians living here. But one thing we managed to 
always to is to stay humble. We love Kiswahili and always communicate in it. We 
can also listen tot our music online… there are now clothing line with a 
Tanzanian theme… so a lot of people … though they have embraced the some 
aspects of the American culture they are still very much at home because of the 
communities we have been able to maintain here. So in way, we stay culturally 
vibrant… we are very in touch with our culture. It just has a little bit of a different 





Reluctance in Change of Language Education Policy: Alternative Models  
The following are the views interviewees expressed on the subject of change in 
policy with respect to language. Here, some of the attitudes that surfaced expressed 
discontent with the current policy, with interviewees proposing possible solutions to the 
crisis in education. On the subject, Dr. Buyo points out: 
First of all, I don’t think we need to keep this transitional bilingual education at 
all. My true feelings on this subject tells me that we should maintain the basic 
language (Kiswahili), and then we teach the other languages like subjects that 
they are, and that includes English. For of all most schools in Tanzania are day 
schools. In the evening they return to their homes. In the rural areas they use 
mother tongue… language, in the urban areas they use Kiswahili, most of them. 
The issue of English is in school only. What I believe is that we can do with 
English as we do with French. The only difference is that we will expand 
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resources and other teaching material for it (Personal Communication, February 
March 9, 2009).  
 
Dr. Kwame reflects on a subject he researches and knows well: 
There have been talks over the years of the immersion model but that cannot 
work. You cannot immerse someone educational and linguistically where the 
environment does not support it. Immersion programs only work where the target 
language is much stronger, like say Canada… Where many speak the language, 
then you can talk about immersing your children into that language. In Tanzania 
immersion cannot work. It will be like…well if it was water, it wouldn’t have 
even reached you knees… Just your ankles… You cannot immerse someone 
where the condition is very shallow. I think a different solution is needed here, 
and I think the best one is to apply the additive model (Personal Communication, 
February 27, 2009). 
 
On this question, Dr. Kibiriti notes:  
What we need are educated persons that can communicate… link with the local 
community as well as be able to communicate with the international community 
as well. This notion reminds me of a concept that was written by Prof. (name 
withheld by researcher) a while back on matters of industry “Forward and 
Backward Linkages”… I am using that concept to point out that we Tanzanians 
need to link Kijijini (rural areas), Mijini (urban) and Nje (outside world)… The 
Local and Global… There is no need to transit from one language to the other for 
sole the purpose of maintaining those linkages. The more languages the better… 
Adding and teaching young people foreign languages as languages of 
communication is like putting wings on them so that they can fly… They can go 
and come back. When they come back they need to establish their roots to help 
the society. That is what additive bilingualism can do for Tanzania… because as it 
stands now, we a have semi-lingual policy. We are mixing little things here and 
there that create very confusing students’ as they are really not fluent 
academically with either language. Additive bilingual policy is perhaps the best 
one to undo the damage being created now. Then we can have truly sound 
bilingual policy (Personal Communication February 23, 2009). 
  
Dr. Bukoba offers his view on the matter:  
I don’t think we need to convince them (the government). For example in 
secondary schools, students are currently taught in some kind of code-switching. 
Nobody goes around asking for permission to use whatever language. You can’t 
legislate the language. People will always communicate through the language 
they understand. Even if you restrict them they are going to communicate in the 
language they understand. I believe if we continue with the current policy, we will 
get to a point where it will be too late to recover. They (government) have to 
understand that. We have been researching for a long time and I know it takes 
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time. In Europe it took more than eighty years to change from Latin to… at that 
time they used to call them vernacular languages…English, French and German. 
It takes time. We will keep on arguing and it will come a time when people will 
understand (Personal Communication, February 23, 2009).  
 
Dr. Kibiriti further notes: 
It is interesting that right now there is a new policy that is about to come out that 
says that they should start teaching English from nursery school. This won’t work. 
Because if we are talking about using language in urban areas, maybe. But in 
Tanzania most schools are in the rural areas. In those areas many do not even 
speak Kiswahili. Therefore, if you tell them that you want to initiate an English 
policy in schools… you are joking, you are not serious! The teachers will 
continue to teach the language they understand. At the end of the day it won’t be a 
matter of trying to convince the government. We will continue to learn bad 
English and we won’t understand it to a point where people will say ok, I guess it 
is time we try something else (Personal Communication February 23, 2009). 
 
Finally, Dr. Buyo remarks:  
This brings me back to an earlier statement I made. For teachers, this medium 
(English) does not help. They don’t teach the language as well as they should. It is 
better to accept that fact and give them knowledge in the language they 
understand. They will then have at least one thing… this language (Kiswahili). 
They can then learn additional languages. I am talking about additive 
bilingualism, and not this transitional we have. We don’t need to transition from 
one language to the other. It is additive where you have your language and then 
you learn someone else’s language in addition to your own (Personal 
Communication, March 9, 2009). 
  
All in all, views expressed in this chapter mirror many sentiments expressed from 
other Tanzanian’s from all walks of life that the researcher encountered in the field. 
These folks were never formally interviewed for the subject, but some of what they 
informally expressed helped to formulate the shape of the above discussion and more 
importantly, the overall study. 
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Chapter 5 
Educational Language Policy in Tanzania: A Discussion of Two Contesting Views 
 
It is easier to build strong children than to repair broken men. 
-Frederick Douglass 
 
It has been almost fifty years since most countries in the continent of Africa 
gained their independence. Yet to this day, no more than 10 countries can say that they 
have seen development or made substantial economic progress since the colonial powers 
left. There have been plenty of development plans and goals that coincided with a 
significant population growth continent wide, but little of that has reflected the economic 
growth. On this Beban Sammy Chumbow (2005) states that, “despite evidence of growth 
in most African countries…with visible signs of some economic progress…the situation 
in most African countries can be characterized as one of growth without development…” 
(168). It is growth without development’ because of the façade that is put forth. Anyone 
who has had the opportunity to travel, read and or see different communities in Africa 
can testify that what you see is really not what you get (to paraphrase the phrase) 
“because of …poverty in the rural communities (villages) which surround a few 
skyscrapers in the urban centres, where conspicuous consumption and a catalogue of 
economic realizations (in buildings, road infrastructure, etc.), contrasts…the gaping 
reality of abject poverty, misery, ignorance and disease among the masses throughout the 
national territory” (ibid). Ngugi wa Thiongo (2005) adds:  
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Despite its vast natural and human resources- indeed, despite the fact that Africa 
has always provided, albeit unwillingly, resources that have fuelled capitalist 
modernity to its current stage of globalization- [Africa] gets the rawest deal. This 
is obvious in areas of economic and political power. But it is also reflected in the 
production and consumption of information and knowledge (156). 
 
Misery, ignorance, poverty and disease are always the subjects of national 
development agendas; however, these problems persist. It is the belief in this study that 
investing in the human capital can solve these problems. By that we mean, governments 
need to invest in education. It is not enough to have an abundance of population for labor, 
as well as natural resources, it is important to also have a skillful citizenry that possesses 
scientific and technological know-how. Chumbow (2005) insists, “Only a human 
population possessing knowledge and skills acquired through education and training can 
serve as agents of change to convert raw materials (natural resources) into finished 
products for consumption in the national economy” (ibid 169). 
One may ask, “What does national development have to do with the notion of 
language in education?” The answer is: everything. For education, especially science and 
technology, to take effect, one (i.e. student) has to be able to communicate. It is important 
that student also communicates in the language that he/she is familiar with, and the 
language of everyday use. In a sense, effective communication is the key element that 
enables one to acquire proper educational knowledge as well as “skills and techniques… 
[from]… a knowledgeable and competent source, to one who lacks such knowledge or 
skills” (ibid). Therefore, the process of imparting a particular knowledge to a particular 
society, and have it successfully implemented depends heavily on language. In Tanzania, 
using a local language was always considered the means to achieve a national 
development, at least in areas such as adult education and in developing self-sustaining 
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small-scale industries. These two initiatives were very popular at the height of the 
socialist ideology in the late 1960’s and throughout the 1970’s. However, the idea of 
using local languages in other traditional forms of education did not materialize over time 
as intended. 
 
Contesting Views on the Language of Instruction in Schools 
In the postcolonial post-independence era, Tanzania took a dramatic turn to try 
and transform itself from a nation that was in educational ruin by instituting critical 
changes in major aspect of its citizens’ welfare. One of the major policy initiatives was 
the Arusha Declaration that became the guide for the country’s direction in the post-
independence era. The declaration included some of most sweeping (and some might 
argue controversial) policies under the aegis of Ujamaa [Family-hood] policy with 
‘Education for Self-Reliance’ (ESR) as the most critical one of them all. This policy was 
considered of the utmost importance because of the state of education the country was 
left with at the time of independence from the British in 1961. However, it is important to 
add here that key among the many concepts of ESR and the language policy, was the 
question of equality.  Therefore, to tackle this issue, the new government decided to 
integrate the schools which were previously segregated along racial lines thus assuring 
everyone received an equal education from that that offered by the colonial 
administration. Casmir Rubagumya (1999) notes “egalitarianism was a central tenet of 
ESR, and making a basic education accessible to all members of the society was 
perceived as a key means of engendering…[the] social cohesion” (127). 
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Advocates of the use of Kiswahili as the medium of instruction have constantly 
quoted and referred to countless studies (Mlama and Materu 1977; Crisper and Dodd 
1984; Roy-Campbell and Qorro, 1997) that have demonstrated the weakness of students’ 
performance in the current policy/medium, and also by the declining education standards 
to make their case. They all conclude by pointing out that the current language policy in 
the country is, has been failing students. Furthermore, researchers point out that unlike 
what the official policy above indicates, language policy in education in Tanzania is 
heavily imbalanced favoring the use of English over Kiswahili, to the detriment of the 
learners.  
What was clear from the previous chapter is that the issue of language is very 
contested. On one hand, there those who seem to be a clear that Kiswahili should be the 
language of instruction. However, there are also many comments that seemed to privilege 
the place of English as a global language of power.  
 
Language of Instruction: Kiswahili vs. English in Contemporary Tanzania 
Arguments from advocates of Kiswahili have fallen on deaf years. As evidenced 
from some of the interviews conducted, policy makers knowingly refuse to set changes to 
the policy even after realizing its ineffectiveness. Birgit Brock-Utne (2004), a researcher 
with significant experience in the question of language in Tanzania points to a statement 
by the then Minister of Education and Culture Joseph Mungai that appeared in a 
Tanzanian newspaper Rai that sparked an intense debate on language of Instruction (LOI) 
in the country. Brock-Utne points out that in the statement, the minister is quoted saying 
“Kiswahili hakifai kabisa kutumika kama lugha ya kufundishia.” (Trans. Kiswahili is in 
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no position at all to be used as language of instruction) (9). According to researchers, 
what the Minister of Education referred to here is one of the most overused statements on 
using African languages, and one that bears no merit on the matter. It has been shown 
elsewhere (Prah 1993 & 2000; Roy-Campbell and Qorro 1987; 1997; Brock-Utne 2006)) 
that a child/student learns better with a language that is familiar to him or her.  
The statement by the minister prompted a fierce debate that had one contributor, 
Joshua Katondo reply by stating that “Kauli ya Mungai kuhusu Kiswahili inakatisha 
tamaa (the opinions of Mungai go against our expectations)” (ibid.). The contributor 
continues by stating that “Haya ni maneno makali yaliyotamkwa na waziri aliyepewa 
dhamana ya kuhakikisha elimu na utamaduni vinaendelezwa na kuimarishwa. (These are 
the strong words that were uttered by the Minister who is given the responsibility to see 
to it that education and culture continue and become strengthened) (ibid). 
 
 
Language, Governance, Neo-Liberalism and the School: The Case of Private 
English Medium Schools 
 
The issue of governance and its relationship to language policy within public and 
private school contexts is of the utmost importance in this study of language and 
education policy in Tanzania, and one that needs a separate extensive study that this 
research cannot fully address. However, there is a need for this research to address some 
important aspects of the school specifically as it relates to the issue of language. This 
section will briefly examine the role of private English Medium Schools (EMS) against 
the backdrop of the public ones. The idea is to look at the establishment and governance 
of the schools with respect to globalization and neoliberal policies. Moreover, the study 
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will be able to shed light to the complexities of the language question in Tanzanian 
schools. 
One of the most important questions in the public/private institutions debate is the 
question of efficiency and government oversight, especially in private operated schools. 
Beginning in the mid-1980, Tanzania experienced an explosive growth of private 
schools. Interestingly, this rapid growth of private institutions coincided with the easing 
of government regulations in the education sector among others. The growth of private 
institution was a direct result of the government of Tanzania adopting neoliberal SAP 
policies in the 1980’s. As has been noted elsewhere previously, one of the major SAP 
policies is privatization. This notion does not necessarily suggest privatization of public 
institutions, but also the establishment of new institutions. As the government of 
Tanzania puts it: “The establishment, ownership and management of primary shall be 
liberalized” (Tanzania Government, 1995a, 36). Nevertheless, English Medium Private 
Schools are a relatively recent phenomenon in Tanzania. The schools came as a result of 
the country’s 1995 amendment act that paved the way for private investors to contribute 
to the primary education sector. Before the 1995 amendment, all primary education was 
the central government’s responsibility. The government of Tanzania had only two 
English medium schools: Arusha School in the Northern Tanzania region of Arusha, and 
Olympio in Dar es Salaam. There were also nine other private primary English medium 
schools that were allowed to operate in the country prior to the 1995 amendment. These 
were International School of Tanganyika (IST), International School Moshi, St. 
Constantine’s School (Arusha), Morogoro International School, Isamilo School and 
Nyakahoja School (Mwanza), Canon Andrea Mwaka (Dodoma), Tanga Popatlal and 
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Rigida Schools (Tanga). Some of these schools were established specifically to cater to 
expatriates and children of diplomats. Religious organizations and foreign communities 
residing in the country established a few other schools, such as the St. Constantine School 
in Arusha established and operated by the Hellenic Society of Tanganyika (Rugemarila, 
2005).  
As mentioned, the growth of English medium schools in Tanzania is tied to the 
relaxed government regulations that were the result of the new neoliberal policies that 
began to shape the country in the mid 1980’s. However, liberalization this was not the 
only reason there has been such growth in English medium schools in the country. One of 
the major reasons for the growth is that there were not enough schools for school-age 
children to attend. On the matter of insufficient amount of resources for the nation’s 
schools and education, Rugemarila notes, “For at the primary school within the 
University of Dar es Salaam campus, the smallest classes had eighty children each under 
one teacher, in rooms designed to hold forty-five pupils. More than half of these had to sit 
on the floor. There where virtually no textbook and the learning environment was 
generally impoverished. But this school was one of the best in the country, with relatively 
decent physical structures” (67). This researcher attended this school and experienced 
similar situations while growing up in Tanzania.  
School overcrowding aside, what is interesting in the case of new private schools 
is the fact that instead of creating schools that continue what the government has 
established, (i.e. local language use) new schools being established utilize the English 
language as the language of instruction, a foreign language to many. Moreover, English 
medium schools must follow the national curriculum unless they do not intend to have 
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students take the national exams.  For example, the English-medium international schools 
do not take the national examinations in Std. 7, Form 4, or Form 6.  This is because the 
students who study at these schools at the primary level are likely to continue through 
this alternative system through secondary.  The problem for these students comes at the 
tertiary level:  the University of Dar es Salaam and other universities want scores on the 
Form 6 exam.  If a student from the international schools does not get a scholarship to 
study abroad, then it can be a bit difficult to gain admission to a Tanzanian university.  At 
the lower levels, the students at the English medium schools do quite well on the Form 4 
and 6 exams because, with the exception of the Kiswahili exam, all other exams are in 
English.  Data on how students at English-medium primary schools perform on the Std. 7 
exam, the exit exam to the secondary level of education, is insufficient to fully analyze 
students’ performance. As is the policy of the Tanzania’s education system and structure, 
the Ministry of Education governs all management and administration of all education 
with the support of established Education and Training Boards (ETB). ETB’s established 
by the ministry are located at the regional, district, township, municipal and city levels. 
According to the ministry of education, these boards are to be responsible for the 
management of all levels of formal education and training in their areas of jurisdiction 
(www.tanzania.go.tz/).  
Moreover, through the Tanzania Institute of Education, the ministry of education 
is responsible for the school curricula, examinations and certification of all education 
institutions. Although English Medium schools conduct their instruction in English, all 
exit exams at the primary level have to be written in Kiswahili as is the standard and 
policy for the primary level in the country. Again, data for the EMS student exit exam is 
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not readily available, but it is safe to assume that there might be some interesting 
numbers as the result of this complex policy. The Tanzania Institute of Education is also 
responsible for pre-primary, primary, secondary and teacher education curriculum design, 
development, dissemination, monitoring and evaluation. Moreover, the Tanzania Institute 
of education is also responsible for the design, development, monitoring, review, and the 
update of the primary school curriculum that EMS falls under (ibid). 
Nevertheless, this research has found no private administrator of an EMS that can 
truly give a reasonable and substantial answer for EMS’ phenomenon aside from noting 
that they are following and fulfilling parents and student wishes. Rugemarila (2005) 
argues, “Many parents do attach special significance to their children’s mastery of the 
English language. Parents want their children to demonstrate their ability to peak English 
within the first few months of entering an EMS” (70). Furthermore, Rugemarila points 
out:  
Most parents want their children to mater English, in addition to Kiswahili. They 
may appear to give no priority to Kiswahili because they assume that this 
language is “everywhere around the children” and can be picked up free of 
charge.” The see that English is rarely encountered in normal daily life and 
therefore argue that conscious planning and investment is required in order to 
master it. They also believe that extra investment in English is needed because 
this is the language of economic and social advancement (ibid).  
 
This has lead this research to conclude that an inherent factor has led to new 
private schools to use English as the language of instruction, and that factor has 
everything to do with the new economic state of the world, led by new political and 
economic realities of the new Tanzania. Buwembo (2004) analyzing the demand for 
English in Tanzania and the East Africa region, who argues, “Under the East African 
Community, free movement of labour will soon see Tanzanians competing with Kenyans 
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and Ugandans on equal basis – for jobs in Tanzania… It is scary to imagine a Tanzanian 
school-leaver who can hardly express himself in English, being subjected to the same 
interview by a Dar es Salaam-based multinational, as a fellow from Kampala or Nairobi 
who think in English” (16).  
Although this study argues that to the relationship between governmental policies 
of neo-liberalism and education are complex, it is premature to conclude that all 
educational problems are due to the neoliberal aspect the new Tanzania.  However, 
several concrete examples of neoliberal policies function to support the assumptions of 
the study. Neoliberal policies such as privatization of the schooling system (i.e. growth of 
EMS’) have led this research and others to question whether the current policies as they 
stand are establishing a mechanism for the development of a Tanzanian English-speaking 
elite. Observing the elitist direction the country’s education is heading, Tony Zakaria 
(2010), a columnist for the Tanzanian Daily News points out:  
Nowadays, only the rich and famous can afford fees and other costs charged by 
the schools owned by religious institutions… If a million shillings is affordable 
tuition for ordinary parents, why do most people in Tanzania survive on less that a 
dollar a day? … If poor does not equal stupid, who will educate children from 
poor families? ...  Unless public leaders at the national and provincial level send 
their children to government schools, there will not be real political will to 
improve the system… Poor kids have almost no chance in the current setup… As 
a nation we need a system to insure three rural settings get places in institutions of 
higher learning on par with… private resource rich schools. Otherwise in a few 
years there will be civil war initiated by dissatisfied masses to fight what they 
perceive as feudal system of education and employment 
(http://www.dailynews.co.tz/columnist/). 
 
On the notion of elitism, Rugemarila (2005) adds “Part of our uneasiness with the 
English only in school’s activities concerns broader educational objectives: as educators 
we want to instill in the children a love and appreciation for the national language and the 
rich linguistic diversity of the country. The prohibition of Kiswahili and punishment for 
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its use create a negative attitude towards the language, in effect telling children that the 
language and its users are contemptible” (78). Rubagumya (2003) echoed similar 
sentiments in his study of parent’s attitudes towards language:  
The views expressed… seem to suggest that English is the only language in which 
quality education can be delivered. In fact, one of the respondents declares 
categorically, “no English, no education”! For those who view these views, 
English is not only a medium through which education can be accessed; it is 
almost synonymous with education Here we find a particular language being 
deified because of its association with a “superior culture.” This is in my view is 
linguistic imperialism at work… They [parents] are convinced that Kiswahili is 
inherently inferior to English and for them the value of English should be obvious 
(16-17) 
 
Given the evidence presented here, private schools and their use of English 
clearly contribute to the cause of alarm around the state of education in Tanzania. There 
is an intricate relationship between the school, the idea of education and development. It 
is certainly not inconceivable to presuppose that there exist a serious and complex 
connection between language, governance and neo-liberalism. Neoliberal policies 
adopted by the country in the late 1980’s made it possible for more private institutions to 
exist, resulting in the privatization of educational programs that utilize English as the 
medium of instruction.  
Although new EMS schools follow the national education policy, they have a 
tremendous amount of autonomy on how they conduct their schooling activities. EMS’s 
are able to chart their own curricula as long as they comply with the overall national 
policy. For instance, in Tanzania, all government public school syllabi “require that seven 
hours per week be set aside for Kiswahili lessons in first grade while one hour is to be 
devoted to English” (Rugemalira, 2005, 73). Although encouraged by government 
inspectors to schedule more Kiswahili lessons, some private EMS’s choose not to, and set 
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their own syllabi. Rugemalira explains how one such approach works using the example 
of an EMS that he runs. He notes, “At Kibangu it was decided that reading and writing 
Kiswahili should not be introduced during the first three years (K to P2); rather this 
would be introduced after children had mastered basic literacy skills in English” (ibid). 
As we have seen from the parents’ reactions in this section, neoliberal policies and 
ideology are clearly in their minds and English is the vehicle that drives the ideology. 
Moreover, competition created by the market economy is fierce amongst regional 
neighbors Kenya and Uganda. What better way is there to drive the point home than 
utilizing the symbol of progress (English) than in the schooling system? 
Language sentiments are not lost to the Tanzanian public. Interestingly all actors 
in the language debate are aware of the problem, yet nothing significant has been done to 
rectify the situation. It is also noted here, and more importantly, from data collected, that 
there are several implications that have so far worked against finding a solution to the 
problem of language in school. Two of the most prominent elements in Tanzania are 
political and economic. Embedded in these two elements are global discourses of 
capitalism, education and development. When all are combined, interesting and 
detrimental policies emerge, such as that is currently working in Tanzania. In this case, 
the study is particularly drawn to the interview that conducted with the country’s 
Principal Education officer, Dr. Binti, and her idea of “choice” when asked about the 
government reluctance to resolve the language policy dilemma in schools. Dr. Binti 
explains:  
Here we are you have so low enrollment, especially at secondary schools. You 
can’t just have Standard seven graduates and say my people have gone to 
school…especially when you are competing with your neighbors… Then, we had 
two universities whereas Kenya had almost thirty universities and we are 
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neighbors…. Do we go back to [and or] do we shift and use the little money we 
have to change from English to Kiswahili or do we expand the system? (Personal 
Communication, February 20, 2009).  
 
Clearly, Dr. Binti, unlike the minister of education, understands the language 
situation in the country. Her answer reflects her awareness of the several dynamics 
working, including the political and economic elements. Dr. Binti refers to the notion of 
language in Tanzania, specifically that of English, as an important aspect towards fully 
integrating into the global (or regional) economy that will lead to development. It is 
important to acknowledge here that policy makers in Tanzania are very aware of the 
ambiguity of the country’s language policy in education. They are cognizant of the 
problems facing students within the current policy. However, other forces within the 
current state of the world that make cause them not to change the policy. 
Others disagree on this assessment believing it is a poor excuse, noting that what 
policy makers are really doing is complying with neo-liberal policies of the West. One 
researcher notes continuing the status quo on language has nothing to do with choice or 
increasing enrollment numbers. She notes that Tanzania can do without any dramatic 
incidents that would make the country’s student population suffer academically. Dr. 
Kibiriti notes, “Choice has nothing to do with it. Other countries have done it. We can 
switch and it will work. They (policy-makers) are afraid it is going to fail. If given a 
chance, we can make it work. But we haven’t gotten that chance… Look around the 
world… How many have done it, or use their own language and are still able to compete 
economically (ibid). 
Interestingly, most researchers argue the opposite when it comes to indigenous 
language use in education. It is now well established that a child learns better and 
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develops faster cognitively and intellectually if he or she learns in his or her mother 
tongue as rather than a second language. As Chumbow (2005) argues, “…an educational 
system that favours the use of the child’s home language in the teaching process is more 
likely to approach a maximization of the child’s intellectual potential than one that uses 
an alien medium of instruction. Thus in Africa, for example, African languages are 
potentially better options as media of instruction… (170). To most experts researching 
from the African perspective, the advantages of using home languages in education far 
outweigh the disadvantages. “We have been telling the government for years about our 
findings… It is funny really… they commission us to do the research or ask for our 
opinions on it but they never follow up. We are constantly pleading with them. They 
know this but for some reason can’t act on it…” notes Dr. Kiti, a researcher at Mkwawa 
University College of Education in Iringa. He continues, “The problem can be seen at any 
Secondary school in the country. It is a well-known fact that students aren’t learning the 
way they are supposed to because of the language barrier… We see it here (the 
college)… in the classroom…but we see it is not a problem primary school, why? Well 
they use Kiswahili there… It is that simple “(Personal Communication, March 4, 2009).  
Furthermore, Chumbow points out that if psychological and educational 
advantages are considered, a child’s mother tongue is the best option for education. Here 
Chumbow points out several advantages of using the home language in education in 
Africa, with relation to equality (human rights as dictated/agreed to by the UN) and the 
national development agenda. According to Chumbow, the following are among the 
critical arguments for the use of African Language in education: 
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• The use of African languages in education will lead to development of African 
languages in terms of their ability to cope as vehicles of modern thought, science 
and technology 
 
• Such development will lead to greater participation of African languages in the life 
of the nation, since with literacy in these languages they can be allocated functions 
in the area of information as well as in other areas of national development  
 
• The use of African languages in education will gradually lead to a better 
development of adult education because more people will be able to read and write 
in their own language. This has the attendant benefit of eradicating illiteracy and 
accelerating the rate of national development 
 
• The languages so developed in this enterprise will better serve as the means of 
transmitting and preserving cultural values, with the written language 
complementing oral tradition in this respect. This will enhance cultural 
independence and linguistic identity 
 
• The use of mother tongue will be a greater stimulus to learning and this will lead to 
a greater and higher level of education 
 
• The increase in education because of the home language factor will lead to a grater 
interaction between ethnic groups and a higher degree of national awareness and 
therefore a grater level of integration which is bound to foster national unity 
 
• From the psychological perspective…students using their mother tongue build up 
more confidence and a sense of initiative which develops their intellectual potential 
and reduces the rate of drop-put from the school system 
 
• The use of mother tongue during the child’s formative years (ages one to thirteen) 
will minimize learning hardships while maximizing the development of his or her 
(natural or endowed) intellectual potential 
 
• The intellectualization of African languages and their use will lead to a 
democratization of access to scientific knowledge and technology to the benefit of 
the masses of the rural population who now wallow in ignorance, misery, disease 
and hunger because such life-saving knowledge and skills are currently confined to 




Indigenous Language vs. International Language 
On the idea of using local or indigenous as the language of education in all levels 
of education in Tanzania, Dr. Binti agrees with the research findings, but insists that it is 
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still a matter of choice. She explains, “Nobody is refuting the research results, but it is a 
matter of choice. When you have to make choices you have to weigh which one will 
benefit the country… So we had to make a choice, to expand the system or to change the 
medium of instruction… especially when we were facing hard times” Furthermore, she 
explains that “So if you are borrowing money that you have to pay later, you have to 
make a choice. Which is the most priority to have more children going to school or to 
have few children going to school and change the medium of instruction from English to 
Kiswahili…” (Personal Communication, February 20, 2009)  
In an effort to make the current policy work and to bridge the gap between private 
and public schools, the government has decided to increase its effort in making the 
English language viable and readily available to all students. Mr. Beda, an education 
officer at the Tanzania Institute of Education explains, “We have introduced English 
beginning at Standard One.  First, this initiative is still very new. I don’t know when we 
will be able to fully assess if it is making a big difference from the previous policy that 
introduced pupils to English at Standard three… that is something that we are going to 
wait and see” (Personal Communication, February 24, 2009). However, according to 
researchers, this policy is doing a tremendous disservice to learners. Qorro (2005) notes 
that introduction to English as a subject is from the earliest possible level (Standard One) 
is harmful to the child’s intellect because at that point children have not had the time to 
fully grasp a firm foundation in their first language (in most cases Kiswahili). She 
hypothesizes, “The Tanzanian children’s language learning problems thus begin a when 
they are forced to abandon their first language. Instead two languages, Kiswahili, a 
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second language to those children for it is not a first language, and English, a foreign 
language, are introduced concurrently in Standard One” (97).  
It is obvious in this case that the Dr. Binti and Mr. Beda are referring to choices 
made not only for the purpose of nation building. Dr. Binti calls these choices ones that 
will make and keep the nation competitive. However, what is troubling here is not so 
much that they made that choice, but how the aforementioned aspect of expansion is 
prioritized over immediate pedagogical aspects of education. The choice was not an easy 
one. The policy makers were caught in ‘catch twenty two.’ Aware of the predicament it 
faced, the government for practical reasons decided to expand access to education to fit 
the demand of a growing nation. This ‘choice’, (however impractical in the analysis of 
many researchers), was the one that the government saw fit at the time. In short, the 
government decision was based on quantity over quality; value and effectiveness of 
education it provided over the criticism of the public.  
The “choice” that Tanzania has made in matters of language policy has led some 
researchers to conclude that this is one of the reasons why the African continent is in the 
state of peril in almost all aspects. Tying the notion of a foreign language of instruction to 
underdevelopment in Africa, Babs A. Fanunwa (1990) points out that “We impart 
knowledge and skills almost exclusively in these foreign languages, while the majority of 
our people, farmers, and craftsmen perform their daily tasks in Yoruba, Hausa, Wolof, 
Ga, Igbo, Bambara, Kiswahili, etc. The question is: Why not help them to improve their 
social, economic, and political activities via their mother tongue? Why insist on their 
learning English or French first before modern technology could be introduced to them?” 
(103). Expressing a similar opinion Kwesi Kwa Prah (2000) posits, “No society in the 
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world has developed in a sustained and democratic fashion on the basis of a borrowed or 
colonial language…Underdeveloped countries in Africa remain under-developed partly 
on account of the cultural alienation, which is structured in the context of the use of 
colonial languages (71). 
 
Globalization and Donor Policies: Neo-Liberalism and Education 
The neoliberal ideology is an important aspect of this study, as is the treatment of 
the colonialism. The two ideologies are discussed in this study with respect to language 
and education. Elements of neo-liberal policies have been briefly discussed here (see 
section on development) but the definition of the ideology itself is really defined. In any 
case, neo-liberalism as a concept emerged in the last thirty years as a set of economic 
policies initiated in the early 1980’s by developed countries, mostly the US and the 
United Kingdom. Neoliberal policies emerged in the period now popularly know as the 
era of Reaganomics and Thatcherism, the regimes of Ronald Reagan and Margaret 
Thatcher. Nevertheless, neo-liberalism as an ideology has several important components 
that make its policies effective for some nations and harmful to underdeveloped nations. 
The rule of the market; cutting public expenditure for social services; deregulation, 
privatization, and the elimination of the concept of the “public good” or “community” are 
key features of the neo-liberal agenda. These components are familiar to many in 
academic and economic circles of developing countries. The neoliberal ideology is not 
only confined to economic development, but to political and cultural development. The 
ideology has serious political implications for countries that have adopted it, or those in 
the process of adopting it. The democratization process is one of the key components that 
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come with the political aspect of the neo-liberalism agenda. Hoogvelt (2001) notes, 
“Western governments from the late 1980’s became increasingly outspoken in their 
preference for electoral, multiparty democracy as a precondition for further loans and 
grants” (184). Donor institutions were far behind individual countries. Hoogvelt argues 
The World Bank, while still unable to insist on ‘political’ adjustment, began to 
favour a none-too-subtle form of ‘good governance’, which if defined as 
including the following features: an efficient public service; and independent 
judicial system and legal framework to enforce contracts; the accountable 
administration of public funds; and independent public auditor, responsible to a 
representative legislature; respect for law and human rights at all levels of 
government; a pluralistic institutional structure; and a free press (ibid). 
 
Some of the conditions put forth seem to be aligned with the democratic process 
to which most countries would aspire. However, one cannot help but see that the neo-
liberal process resembles the directives colonial powers used during the height of that 
ideology, specifically the meddling in independent nations’ affairs. Conditions laid out 
reveal that institutional affairs of underdeveloped countries have failed, and it is up to 
those with advanced knowledge to correct it. What institutions like the World Bank 
refuse to acknowledge is that locals (researchers and policy makers) are the best judges of 
what works and what does not, as the political, cultural and economic conditions in 
developed countries are completely different from those in the process of developing. 
Bonny Ibhawoh and J.I. Dibua (2003), borrowing from James Ferguson, observe: 
In spite of all the "expertise" that go into formulating development projects, they 
nonetheless often demonstrate a startling ignorance of the historical and political 
realities of the locale they are intended to help. Drawing on Foucault's treatise on 
language, power and knowledge, Ferguson argues that "development" institutions 
generate their own forms of discourse, and this discourse simultaneously 
constructs the locality as a particular kind of knowledge, and creates a structure of 
knowledge around the object. Interventions are then organized on the basis of this 
structure of knowledge, which in the first place has not adequately conceptualized 
the development project (74). 
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In any case, unlike the colonization or colonial process, neo-liberalism as an 
ideology offers both constraints and opportunities. It offers opportunities to 
underdeveloped and developing countries in policies forms that sound ideal to those 
countries it is intended to help, but constraints in manner that those policies are 
implemented. The constraints of implementation come from the almost impossible 
economic situations underdeveloped countries are in due to unequal relationships that 
were formed with their developed most western counter-parts. Therefore, underdeveloped 
countries in this position find themselves in a struggle of whether and how they should go 
about integrating the neoliberal ideologies. Moreover, it is universally believed that 
unlike the colonization period, where exploitation ran rampant with developed nations 
typically interested in extracting resources to export to the metropolis, developing nations 
now have agency on whether they should or should not adopt such policies. However, 
more and more, scholars and governments alike are questioning this assumption.  
In the case of Tanzania we have seen officials within the government struggling 
to justify some polices that come with conditionalities dictated in aid packages. We have 
seen the evidence of pressure to accept policies that they believe may not be in the best 
interest and the good of the country. In case of education, traditional agencies of 
colonization, the school, and the production and reproduction of knowledge, are still the 
same in the current neoliberal agenda as they were during the colonial era where through 
the school students encounter selected knowledge produced for mass consumption. It is 
here where the questions of language in schools emerge and begin to create serious 
concerns.  
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The shifting political ground in Tanzania came in concert with the neoliberal era. 
Neo-liberal policies became prominent in Tanzania in the mid 1980’s. During this period, 
Tanzania began to retreat from the nationalist agenda, an agenda it followed since the 
Arusha Declaration in 1967. In 1982 structural adjustment programs began and the 
country began a new era that was solidified by with the signing of the IMF agreement in 
1986. With respect to education, Zaline Makini Roy-Campbell (1992) observes 
“…liberalisation …sharpened larger issues of the relationship between knowledge, 
language and state legitimation. In the short period since 1967, strides were made for 
knowledge production to be decolonised. However, despite this seemingly ideal position 
with the social pressures of class selection the Tanzanian leadership remained constrained 
by its colonial past in the realm of knowledge production” (220). On the matter of the 
elite’s colonial hang over, Frantz Fanon (1963) prophetically observes:  
In colonial countries, the spirit of indulgence is dominant at the core of the 
bourgeoisie; and this is because the national bourgeoisie identifies itself with the 
Western bourgeoisie, from who it has learnt its lessons. It follows the Western 
bourgeoisie along its path of negation and decadence without ever having 
emulated it in its first stages of exploration and invention, stages that which are an 
acquisition of that Western bourgeoisie whatever the circumstances… Because it 
is bereft of ideas, because it lives for itself off from the people, undermined by its 
hereditary incapacity to think in terms of all the problems of the nation as seen 
from a point of the whole nation, the national middle class will have nothing 
better to do than to take on the role of manager of Western enterprise…(153-154). 
 
Essentially what Fanon argues here, and in concert with neo-liberalism policies in 
Tanzania, is that the nation has failed its people. Upon abandoning its previous nationalist 
policy, the government of Tanzania and the elites who run it failed to “emulate stages of 
exploration and invention” and instead they have managed to lead the country towards 
the “path of negation and decadence.” Such is the state of education in Tanzania in the 
neo-liberal era, which, as Fanon puts it, “tends to look toward the former mother country 
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and the foreign capitalist who count on its obliging compliance” (165). In some cases, it 
as simple as Fanon has put it. However, there are some cases that are not as simple. Such 
is a case in Tanzania. 
Therefore if we consider all that we have seen in terms of neoliberal policies and 
its relation to development, we begin to see how the country and its leaders began to 
retreat from the nationalist agenda. Interestingly, Tanzania’s nationalist agenda was 
initiated at the height of the second “scramble for Africa.” This was the era of the 
struggle between the Western and Eastern bloc’s influence in the continent of Africa. 
Many countries, including Tanzania, fell victim to this struggle between the powerful 
blocs. With the exception of a few developed countries, Tanzania’s nationalist 
development policies were never supported mostly due to its political standing, socialism. 
Although, Tanzania joined the non-aligned movement, this stand never helped their 
development aspirations. After many years of dormant economic development initiatives, 
the pressure to conform and join the global development movement became an attractive 
counter option to the stagnant economic state of the country. Neo-liberal policies were 
attractive, and promised great results. By the mid 1980’s, the process to integrate the new 
policies had began, and retreat from the nationalist agenda was in motion. It is important 
to note here that the retreat from a nationalist agenda was not a matter of erosion of pride 
among the leadership, but a necessary and calculated move for survival and the future of 
the country. Pal Ahluwalia and Abebe Zegeye (2001) note: 
In an attempt to rescue the economy, a National Economic Survival Programme 
(NESP) was launched in 1980. This plan, however, proved dismally inadequate as 
it was designed on the principles of self-reliance, albeit with a large external 
resource component. When external funds were not forthcoming, the plan 
effectively collapsed. By 1982, the country had plunged further into economic 
chaos as smuggling became rampant and the secondary economy became the only 
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means of survival for the majority of the population. Even though Nyerere 
accepted an SAP, he was never willing to accede to the demands of the 
international donor community… the process was designed to appease the IMF 
and the World Bank in order to obtain sorely needed aid rather than to restructure 
the economy fundamentally (ibid)  
Tanzania began its neoliberal adventure by implementing Structural Adjustment 
Programs, followed by democratization process, a key feature to receiving aid. In 1992, 
Tanzania decided to adopt the multi party democracy system. It was an important 
milestone, because for the first time since independence the country ceased to be a one 
party democratic state. Many in the establishment, including Mwalimu Julius Nyerere, 
were aware that it was only a matter of time. Naturally, they were some reservations, but 
overall, the old leadership had to be content with change by recognizing the world had 
transformed since the heydays of socialism. Nevertheless, Tanzania’s first general multi 
party democracy elections were held in 1995, and have followed every five years since.  
As noted, there is a correlation between the language of instruction policy and 
some processes of globalization and specifically those that include donor policies. In 
Tanzania, this association was first demonstrated by the rejection of sound 
recommendations of the Makwetta commission and later on by the Crisper and Dodd 
study. These were not the first studies to bring the language problem in schools to light. 
One of the first studies to point to question of cognitive development of students was the 
Mlama and Materu study (1977). This study showed that teaching through Kiswahili has 
tremendous cognitive advantage over English. The study has shown for instance that 
when students are asked a question in English, their answers are incoherent and in most 
cases irrelevant to the question asked showing a complete lack of understanding of the 
subject matter at hand. However, when the same question is asked in Kiswahili, the 
students show the opposite effect. Their answers are clear, articulate and relevant. This 
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study by Mlama and Materu was beginning of the realization that English has ceased to 
be a viable medium of instruction in post-primary education in Tanzania (Rubagumya 
1999, 131).  
Rubagumya quoting the Crisper and Dodd’s 1984 study that was of all things, 
commissioned by the British Council to examine reading levels of students in post-
primary education, concurred: “Only 10% of Form IVs are at a level one which might 
expect English medium of education to begin… were it not for the fact that much 
teaching is in practice carried out in Kiswahili it is hard to see how any genuine education 
could take place at the lower secondary level… Less than 20% of the University sample 
tested were at a level where they would find it easy to read even the simpler books 
required for their academic studies (ibid). “I am familiar with the Crisper and Dodd 
research,” states Dr. Kiti, a researcher at Mkwawa University College of Education. “It 
was not the first study and it won’t be the last, unless things change dramatically in the 
near future” (Personal Communication, March 4, 2009). Another prominent language 
researcher, Dr. Kibiriti notes, “These people (policy makers) it’s not like they don’t see it. 
These people have prescribed to… They are in a state of control from outside without 
even them knowing… We are continuing with what we have been given, for the benefit 
of those who gave it to us… What they gave us has been well disguised to a point where 
it is very difficult for us to figure out” (Personal Communication, February 23, 2009). 
Here, the two researchers seem to suggest that Tanzania has lost traction on its own 
policy; they suggest the country has no real power over its affairs when it comes its 
policy initiatives because of its dependency on aid and external expertise. No one can 
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really blame the researchers for concluding they way did for obvious reasons stated in the 
study.  
Birgit Brock-Utne (1995) echoes the sentiments of local researchers with regard 
to Tanzanian officials arguing, “Officials in the Ministry of Education, the Prime 
Minister’s office, the Planning Commission, the Institute of Curriculum Development are 
all stressed out that they had to accept tough conditionalities in order to get aid for the 
education sector…They felt they were loosing complete control over the education sector 
and that countries like Sweden and Norway, which had earlier been supporters of 
Tanzania and their efforts in the education sector, were now more of less speaking the 
same voice as the World Bank” (184). 
However, Dr. Binti, the principal education officer disagrees. She posits that the 
country makes its own decisions on policy and that it consults the donor agencies on 
these matters. She points out that “Of course we can’t deny that the aid has some 
impact…They have assisted us to expand the system although it is a loan but they would 
not assist us in policy or to change the medium of instruction from English to Kiswahili 
even if we wanted to. They would not… They can’t push us. Policy makers still have got 
a say. The project is made by Tanzanians not the World Bank or the IMF or the British 
Council” (Personal Correspondence). Dr. Binti continues explaining policy-makers’ 
autonomy on policy matters noting, “Of course they have and make some conditions to 
assist us… there are some conditions. But its not like they say ooh you have to do this 
and that… We discuss the conditions and meet somewhere between... (ibid).  
So when it is all said and done, local policymakers do have some agency. The 
external donor-agencies are in most cases just donors. However, she did acknowledge 
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that donor agencies, such as the World Bank, do have an influence. Language researchers 
were not far off when they made the conclusion that donors command influence in 
decisions involving education in the country.  
 
Language, Resources, Parents, Teachers and Students 
It has been demonstrated that there seems to be a weakness in the traditional 
foundation of English teaching and learning at the primary level that has had in dire 
consequences to those advancing to the secondary level, and other advance levels of 
education. Chief among the weakness noted are severe problems in speaking and writing 
English.  Teachers themselves lack command of the language to effectively help their 
students. Moreover, there is a serious shortage of resources. Reading materials in public 
schools both primary and secondary is scarce. This naturally leads to lack of practice, 
which eventually severely affect the students’ competence in the language.  
Parents are one of the important demographic in debates regarding the question of 
language in Tanzania. In Tanzania, children do not have the power to choose what school 
they are going to attend due to cultural and financial factors. Therefore, parents must 
weigh a number of factors. The most important choice includes the medium of instruction 
used in schools. As noted previously, the choice in medium of instruction cases is made 
during the child’s pre-secondary education where some parents (those who can afford) 
can choose to enroll their children in English medium schools. However, when it comes 
to post-primary education, parents do not have a choice the medium of instruction as it is 
the policy of the government that all instruction after primary school is to be conducted 
using English.  
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On the question of parents choice in schools with respect to language of 
instruction, Dr. Kiti notes that, “First, I believe parents know as well as we do how the 
English language is a barrier to their children’s future... As the country has shifted its 
national policy over the last twenty years [from socialism to neo-liberal] some parents 
now can afford to move their children from one failing school (public) to another 
(private-English medium). That number is very small. The majority of Tanzanians cannot 
afford that” (Personal Communication, March 4 2009) One parent interviewed for this 
study, Mama Bongo notes, “I want my kids to have a good education, and I want them to 
have good language skills (English). Knowing the situation, my husband and I enrolled 
our children in English medium schools. There I know they will be taught well to get 
ahead in this new world” (ibid). What is interesting, and not surprising, most parents that 
can afford to enroll their children in private English medium schools tend to be well off. 
These parents are the beneficiaries of the neo-liberal policies that the country has adopted 
in the last 25 years. The rest of the population is left scrambling, and in most cases stuck 
in public schools that would render them practically ineffective linguistically in post-
primary levels. 
Martha Qorro (2005) surveyed a sample group of 300 parents and their attitudes 
towards language of instruction in schools. Out of the 300 parents sampled, 212 returned 
the questionnaire. The study was conducted in four regions of the country: Kagera, 
Manyara, Iringa and Zanzibar (ibid 98). The following are the results of the study 
beginning with the first question posed to the parents:  
When children are taught in English do you think they: understand (learn) with 
great ease, understand (learn) very little, can hardly understand (learn), or do not 
understand (learn) at all. In response, 41 parents (19%) said they understand/learn 
with great ease; 158 parents (74.5%) said they understand/learn very little; while 
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10 parents (4.7%) said they can hardly understand; only 2 parents said that they 
do not understand at all, and one parent did not respond. The second question 
was: When children are taught in Kiswahili do you think they: understand (learn) 
with great ease, understand (learn) very little, can hardly understand (learn), or 
do not understand (learn) at all. In response, 132 parents (62.3%) said they learn 
with great ease; 70 parents (33.35%) said they learn very little; while 5 parents 
(2.4%) said they can hardly understand. Only 3 parents said that they do not 
understand at all, and 3 parents did not respond (ibid 99). 
 
The results of parents’ responses to the questions asked in the study by Qorro, are 
yet another one of many interesting puzzles on the question of language in Tanzania. As 
evidenced here, parents know what is good for their children pedagogically, yet they still 
espouse foreign language as the right language for their children’s education. This 
ambivalence to the language to instruction is apparent in all actors in the language debate 
in Tanzania. Some of the most popular answers from parents explaining their support for 
English in relation to education usually include the international-ness of the English 
language. They include views such as “English is an international language, it enables us 
to communicated with many more countries; if Kiswahili is used the children will fail to 
get employed and to communicate with foreign companies; Kiswahili is a young 
language and its terminology is not sufficient, especially for science and technology; 
English is more useful than Kiswahili in this era of science and technology and also to 
understand issues of globalization…” (Qorro, 103) and so forth. Dr. Sekou comments on 
this phenomenon:  
This solidifies the points we are trying to put across to the public and the 
government. English can longer take the lead in education… Children will be 
forever scarred if we continue this nonsense. We have recited the numbers… they 
hear the numbers… yet nothing. Where do these parents hear that English is the 
only language that can bring progress and their children can do well in school? 
(Personal Communication, February 24, 2009) 
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Teachers are another important demographic in determining the effectiveness of 
language in education. Teachers are the agents responsible for disseminating information 
to students in education. In this research, teachers are seen as key actors in determining 
and analyzing language questions. Their opinions on language have proven to be 
invaluable to researchers on the field, as they are the ones who see day-to-day struggles 
and successes of students in the classroom. Fikeni Senkoro (2005) conducted a study on 
teachers’ attitudes towards medium of instruction in Tanzania. The results were hardly 
surprising. One sample question posed was “When you teach your subject in English, do 
your students learn with some difficulty, hardly learn, or do not learn at all?” (86) The 
second question was “When you try to teach your subject in Kiswahili, do your students 
learn with some difficulty, hardly learn, or do not learn at all? (ibid). The study revealed 
that with regard to the first question, the majority of the teachers, 76% responded that 
their students had difficulty learning with English. Meanwhile, 1.9% of the teachers 
surveyed noted that their students could hardly learn with 3.1% indicating that the 
students did not learn at all. (ibid). However, survey results where completely different 
when the teachers responded to the second question. Senkoro points out that, “The 
majority (63.6%) of the teachers said that students learnt with great ease, 29% said they 
learnt with difficulty, 5.2% said that they could hardly learn while 0.6% said students did 
not learn at all” (ibid).  
Officials at the Tanzanian Institute of Education were asked their reaction to the 
results of the Senkoro study on teachers’ attitudes towards language. One officer, Ms. 
Maria, a former teacher notes:  
The results are not surprising. As a former teacher, I can understand why the 
teachers have that (low) opinion of the students’ abilities in the language… I have 
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seen that myself. There are so many factors why students do not learn well in 
English and resources are one of them. So if you look at the situation of language 
plus few or no adequate resources, you will get this result… reaction from 
teachers” (Personal Communication, February 24, 2009).  
 
Mr. Segerea, a secondary school teacher, states, “Our students are struggling. 
Most of them are really not able to grasp the material taught in English. We (teachers) 
have to use other ways to make the subject understood… We use what some call ‘Kisw-
English’ [Kiswahili and English-code-switching]. Sometimes there is no way around it 
but that. That is how we sometime work. Ours [his school] I am sure is not an isolated 
case. Waalimu wengi (many teachers) they do it. Otherwise what is the point of class?” 
(Personal Communication, February 27, 2009).  
In his study of teachers, Senkoro (2005) asked teachers how many use code 
switching in their classrooms. The majority, or 71.3% noted that they do code-switch a 
little, with 15.9% saying that they code-switch a lot. Moreover, 12.7% of the teachers 
said they do not code-switch while teaching (89). These numbers show that the practice 
of code switching in Tanzanian classroom is prevalent. In most cases, it is done out of 
necessity as the students are not able to comprehend the subject matter using the official 
language of instruction. The following is an example of such practice in Tanzanian 
schools. Rubagumya, Jones and Mwansoko (1998) observed an exchange between a 
Form Three biology teacher and students: 
T: When you go home put some water in ajar, leave it direct on the sunrays and 




T: Nasema, chukua chombo, uweke maji na kiache kwenye jua, maji yatakuwaje? 
(I say take a container with water and leave it in the sun, what will happen to the 
water?) 
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SS: Yatapungua (it will decrease) 
 
T: Kwa nini? (Why) 
 
SS: Yatafyonzwa na mionzi ya jua (it will be evaporated by the sun’s rays) (17). 
 
Juma, a second year student at a local university majoring in Political Science 
reflects on his experience with the English language pointing, “Yes in some way I feel 
comfortable because I study hard for it. I wouldn’t be here if I was not good in the 
English language… but there are some areas where I still have problems understanding 
big concepts. But I know I can do it by studying hard and using the dictionary and in 
discussion with other students” (Personal Correspondence).  
George A. Malekela (2005) conducted a survey on students view regarding the 
medium of instruction in Tanzania only to find that their attitudes towards the medium 
were as similar to those address by the previous actors. In his study, conducted in the 
same regions as those of Qorro and Senkoro, Malekela surveyed a sample of 748 
students. The survey, for matters of comfort and candid opinion, was conducted in 
Kiswahili (125). The first question Malekela posed was aimed at examining the students’ 
understanding or learning abilities when the medium used was English. Out of 748 
students surveyed 585 or 78.2% percent noted that they learned with some difficulty; 130 
or 17.4% said they learned with ease, with 19 pointed that they can hardly learn. 13 or 
1.7% said they couldn’t learn at all when the medium is used (ibid). When students were 
asked how well they learn when the teacher code-switches to Kiswahili, 585 (78.4%) of 
the students noted that they learn with great ease, with 147 (19.7%) saying that they learn 
with some difficulty. Only 7 (0.9%) of the students could hardly learn, and 7 (0.9%) 
could not learn at all (ibid).  
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Malekela went further in the survey, asking the students’ views to what extent 
they would prefer being taught using English only. The results showed that 321 students 
or 43.1% would prefer to be taught using English only, whereas, 364 students or 48.9% 
would like the notion to some extent. Additionally, 30 students or 4.0% said they would 
not prefer the medium, with 30 more or (4.0%) saying they would not like the idea at all 
(ibid). On the same question the student’s views regarding Kiswahili resulted in 221 
students or 29.7% saying that they would like the idea very much with 412 or 55.3% 
saying that they like the idea to some extent. Others, 13.0% or 97 students said that they 
would not prefer this option, with 15 students or 2.0% responding that they did not like it 
at all (ibid). 
 As evidenced here, the numbers and answers to the study are very multifaceted. 
Malekela’s study further reveals the ambiguity of the language question in Tanzania. For 
the purpose of this study, the questions of language have so far been examined in detail at 
the secondary school education level as it is deemed an integral transitional period in 
education in Tanzania. However, it does not mean that they are only confined at that level 
of education. The same problem resurfaces at the tertiary level. Fikeni Senkoro (2008) 
notes an encounter that he had recently with a student at the University of Dar es Salaam. 
He points out that he met one of his students early one morning on campus. The student 
was sweating profusely even though it was during the cold season in Dar es Salaam 
(naturally a hot city). He asked the student if she had an illness. She said no, and that she 
only had a question about the day’s seminar. He was shocked because she normally does 
very well in the classroom, and had no idea what was bothering her about the seminar. 
Senkoro notes that the student said the following to him. 
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Afadhali semina yenyewe ingelikuwa ya Kiswahili. Hii ni kwa Kiingereza, na 
sijalala usiku kucha, na hata chamshakinywa kimenishinda asubuhi hii. Unajua 
Profesa, si kwamba mawazo sina, ila siwezi kuyatoa vizuri kwa kiingerezeza, na 




At least the seminar would have been in Kiswahili. It is in English. I have not 
slept all night, and I could not even have breakfast this morning. You know 
Professor, It is not like I do not have thoughts on the subject, but it is that I cannot 
express them well in English or even show my feelings in that language. Ooh 
well. (Translation by this researcher). 
 
Some anxieties, such as that expressed above, matriculates itself in written and 
verbal communication. Moreover, in the following example, Malekela (2003) points to 
the reality of the situation referring to an example of one student, who was no less, a 
fourth year B.Sc. Education student and, perhaps a future teacher. The following is part 
of the essay question: “School inspectorates and examination in developing countries are 
effective devices in maintaining the quality of education” Below is the student’s 
discussion.  
School inspectors are the persons who move to the Schools to Check for 
implimentation of the Curriculum as well as the effectiveness of the syllabus in so 
doing the Collect and send to the Curriculum developers.  
The inspectors are not only Check for the implementation of the Currilum but also 
see the effectiveness of the teacher to teach. In this case the inspector need the 
good relationship (Cooperation) between teachers and to see how the effective 
syllabus is. Also they give feedback about the availability of materials like books, 
Chemicals, apparatus, teaching aids (may be local one) So as to facilitate 
teaching. 
The School inspectors, then Call the teacher after teaching and tell him/her that 
where is important point to imphasis as Sometimes the teaching aids is not proper 
Students to understand well the subjects. So you must improve for that. In doing 
So the education or quality of education increases and thus mantan the our 
education… (108) 
 
This researcher observed an experience worthy of note while sitting in the History 
class at the local university. Some students’ body language showed that the material was 
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difficult to grasp. After the class was over, several students were asked to sit down in a 
focus group with the researcher to discuss their experiences on the language of 
instruction and specifically in the classroom at the university. English was used to ask the  
questions, but the researcher asked the students to use whatever language they were 
comfortable with in their responses. Their responses differed, but also expressed one 
thing in common: language of instruction is a barrier to many. Dogo, also a second year 
student majoring in History answering the same question on his experiences with English 
as a medium, posits in Kiswahili that:  
Ndio. Mimi sina shida kubwa na Kiingereza kama lugha ya kufundishia. Nadhani 
kikubwa kwangu mimi ni kwa sababu historia ni somo zuri sana. Mimi nikisoma 
historia huwa naona kama nasoma kitabu kizuri ambacho kina mambo mengi ya 
kuvutia… kwa hiyo ni rahisi kwangu kwa sababu ninafurahia somo hili…vilevile 
lugha ya historia si ngumu sana kama masomo mengine. Lakini kuna masoma 
mengine inayobidi tuchukue ili kumaliza digrii ambayo kidogo yako magumu 




Yes, I think I am comfortable in it (English). I think the one big thing for me is 
that History is very interesting. When I study/read History, it is like reading a very 
good book that has interesting events… so it is easy for me because I enjoy it… 
also the language of history is not very difficult. However, there are other subjects 
that we have to take to fulfill to receive the degree that may be difficult to adjust 
to but I am working hard on those (Personal Communication, February 26, 2009) 
(Translation by this researcher). 
 
Another interesting experience that researcher observed was the phenomenon of 
students conducting after-class discussions in Kiswahili as opposed to English. When 
asked about this the students, almost collectively, said they were comfortable in it 
(Kiswahili). This was interesting considering that most of them felt comfortable in 
English in the classroom. They responded to this in both English and Kiswahili. “We feel 
very comfortable outside of class using Kiswahili. It is a language that we all 
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communicate in on a daily basis… in the mess, in sports …soccer pitch… basketball. It is 
natural to us,” notes one student. Further, the students when asked how they manage to 
have those discussions in what some said earlier were difficult and complex language. A 
third year student, Maua, reported:  
Tunatumia lugha zote mbili. Tunaanza kuangalia swali… of course swali liko kwa 
kiingereza halafu tunalitafsiri na kuliewa vizuri, then tunaanza kwa lugha zote 
mbili kwa sababu si kila mtu alielewa yote yaliyosemwa darasani. Lakini mara 
nyingi Kiswahili huwa ndio lugha inayotumika zaidi katika majadiliano… (light 
laughter). Ndio life ya wanafunzi hapa mzee… Lakini kila kitu huwa fresh... 




We use both languages. We look at the question, which of course is in English, 
then we translate it and understand it well, then we start in both languages 
because not everyone understood everything that was said in class. However in 
many cases Kiswahili is usually the language that will dominate the 
discussion…(light laughter). That’s our life here… but everything usually turns 
out ok… When we go back to the dorm we write what discussed using English. 
(Personal Communication, February 26, 2009) (Translation by this researcher) 
 
It is clear through the examples above in Tanzania and elsewhere (see Pennycook 
(1993) conversations with his Hong Kong students) students are having a difficult time 
expressing themselves using the official language of instruction. It is also clear in the 
Tanzanian case that the conventional wisdom of “the more you hear it or exposed to it, 
the more you grasp it” is getting old. Nevertheless, to think that the above education 
student, a senior university student, is going to go out there and be a part of the team that 
is going to mold young minds in secondary schools is a disturbing thought. 
It is not always the students that are their own worst enemies when it comes to 
learning through a foreign language. Many experts in the field point to the current pool of 
teachers in the country as one of the main problem in students’ ability to learn. On the 
subject of teachers’ ever increasing waning ability to instruct in the English language, 
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Mrs. Zinza, a Headmistress at a private English medium school in the town of Iringa, 
points, “Back in the time when I was in school, we never had this problem. We had great 
teachers, and yes the language we used was English…Teachers we once had…the ones 
that were great at teaching in the current medium have long since retired. What we have 
now are… seriously, are sub-par teachers… trying or forcing themselves to teach in this 
language” (Personal Communication, March 3, 2009). On the subject of teachers with 
respect to language and pedagogy, and future teachers the Principal Education Officer, 
Dr. Binti notes that, “The Language issue, the government admits that it’s a problem… 
and of course one of the reasons it is because we do not have enough or adequate 
teachers… we don’t have enough in terms of numbers and in terms of quality… Because 
if you are taught in a language that you understand then you understand the subject 
matter…” (Personal Communication, February 20, 2009). 
The following are familiar illustrations of Tanzanian students borrowed from 
Senkoro (2008). As we can see the illustrations in many ways depict an upsurge of 
student anxiety/frustration when faced with the prospect of conversing in English.  
 





Figure 4: Note: “Nimesema English Only!” Translation: “I said English only!” 
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Local Elites, Intellectuals, Language Policy and Globalization 
 
It is a moot point to deny the place of English in politics and business. In 
Tanzania, the role of English has always been contentious. This litigious subject has 
continue and gained momentum in the last two decades with researchers and local elites 
were at each other’s throats about what is best for the country’s education. Local elites 
are the most influential members of the society, thus making their influence in the 
language debate in Tanzania very important to the study. This fact, coupled with global 
politics of education and borrowing, plays an important role in determining language 
policy. Aside from English being used in state affairs such as when foreign dignitaries 
visit the country, the language has no special political place locally outside of the school.  
Nevertheless, as Crystal (2004) noted earlier while examining the globality of 
English, Tanzania is not the only country that English reigns supreme over vital affairs of 
the state. Major international institutions such as the United Nation use the language at 
the official capacity. Like it its predecessor, the League of Nations, which laid the 
foundation for language use (designating English and French as the official Languages of 
the outfit), the UN continues its use of English as its official language. Furthermore, 
English continues to command considerable influence over other official languages as it 
is used in most day-to-day proceedings of the organization is conducted in the language. 
Commenting on the pervasiveness of English in the UN, Barbara Crossette (2001) points 
out that in an unprecedented move, the UN asked the countries belonging to the 
organization to name a language in which all their mission correspondence will be 
addressed. Out of 189 countries asked, 120 chose English with 40 opting for French with 
another 20 selecting Spanish. 
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According to some scholars, the same notion is being applied to the recently 
formed European and the African Unions. Examining the European Union’s language 
policy, Robert Phillipson (2003) argues that, “[the example of the organization] is a test 
case for policies that respect linguistic diversity, and for principals of equality both for 
the individual language user and for a range of languages” (21). Phillipson further posits 
that even though the European Union has eleven official languages with equal rights, 
“there is [an] unofficial acceptance of linguistic hierarchy with French and English at the 
top” (ibid). In any case, just from this world perspective on language, one can understand 
why Tanzanian officials can continue to endorse English as the language of instruction. 
To researchers of language in schools, this reason is not good enough to continue with the 
policy. 
On the question about the role of elites and the language of instruction debate in 
schools, Dr. Bukoba stated, “It is interesting that the government designates this language 
(English) as the official language where the body politic itself hardly uses it. It is not the 
language of Bunge (Parliament)… Deliberation in it are not conducted in English… and 
it is my opinion that most of the MP’s do not have a good command of it… yet, they 
want and insist that their children learn in it! This is a very broken system…” (Personal 
Communication, February 23, 2009)  
Dr. Kibiriti adds to the role played by local elites, recalling a meeting with the 
minister of education held to discuss the future of education in the country. She reveals, 
“It is interesting to me on what we do to the next generation. I remember we once asked 
the minister of education for some funding to start an experimental Kiswahili medium 
school. He flatly refused, and said he wasn’t going to suggest this motion to the Bunge 
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(Parliament) on behalf of his ministry because it doesn’t make any sense to him After all 
the research results on language in schools, which he is very familiar with, he still refused 
to even consider the idea”  (ibid). Furthermore, another language researcher, Dr. Kiti 
points out, “We have been telling the government for years about our findings… They 
commission us to do the research or ask for our opinions on it but they never follow up. 
We are constantly pleading with them. They know this but for some reason can’t act on 
it…” (Personal Communication, March 4, 2009).  
The minister of education and culture’s reaction has forced some researchers to 
conclude that there is more to what the government is saying than mere practical policy 
reasons for not re-organizing the language of instruction. Joel Samoff and Suleman 
Sumra (1994) observe, “Contemporary education planning in Tanzania… is more like 
marketing than either planning or choosing. Discerning foreigners’ preferences and 
accommodating to their interests has replaced setting goals and developing strategies to 
achieve them [Moreover]…education policy planning in Tanzania is necessarily an 
exploration of the transition from dependence of conquest to dependence of foreign 
assistance, from the proud assertion of the philosophy of education for self-reliance to the 
swallowed pride of goals are what foreign agencies will support” (134). 
Ms. Ada, an officer at the Institute of Education, defends the government position 
on the subject: “It is easier said than done. It is the ideal thing to do in the perfect world, 
but I know we can’t change it (English) now… We are not ready. We need it for our 
national and educational survival… for our students. It is not practical to abandon English 
now… it might be lost to our children” (Personal Communication, February 2, 2009). Dr. 
Kibiriti disagrees with the idea of losing the English language noting, “These long and 
  147 
well held beliefs of loosing English are unfounded. There are several examples of 
countries doing what we are suggesting through research done and are attempting to do, 
that proves otherwise. What some on this bandwagon believe is that researchers are 
saying no to English. No one is saying that we should stop teaching English. That is far 
from what we believe. English has to really be taught as a language of communication 
and not the language of acquiring knowledge… there is a difference” (Personal 
Communication, February 23, 2009).  
Contributing to the question, Dr. Lulu, at the University of Dar es Salaam, also 
believes the cries to switch mediums from English to Kiswahili might be too reactionary 
on the part of the proponents.  She notes, “Although I understand the arguments of the 
pro- Kiswahili movement in matters of education, I cannot help but think that if all this 
(the switch English to Kiswahili) is done in hurry, we will have truly missed the boat. 
Most knowledge today in the world is in English… We do not have those resources to 
help make the transition.” Dr. Lulu continues: “What is even more interesting is most of 
the pro Kiswahili people know this… and it is the reason why they send their children to 
go study in Kenya and Uganda because those countries use English as their language of 
instruction. Ask them why they want to subject other people’s children to learn in 
Kiswahili while they take their kids abroad for studies? Why is that? They know why…. 
They need English” (Personal Communication, February 24, 2009). 
There are many attitudes expressed towards the question of language in Tanzania 
on both sides of the debate. Although local elites and policy makers have agency on local 
matters, their roles are tied when it comes to funding education. Some of those issues are 
present in the language debate where extenuating circumstances relegated their roles 
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considerably. One the major issues that local elites and policy makers face in educational 
matters have to do with conditionalities that in come with aid. Brock-Utne (1995) has 
described the phenomena taking place in Tanzania and other developing countries as 
‘cultural conditionality.’ The conditionalities she describes here are imposed by the 
World Bank and the International Monetary Fund and other bilateral donors to the 
educational sector and have had a negative impact in educational undertakings of some 
developing countries. Brock-Utne describes cultural conditionality as a “Conditionality 
set up by the lender or donor which has direct implications for the content of schooling, 
for instance, the insistence on text-books written and published abroad, the use of 
examination systems devised in the West, insistence on “international” (read: Western) 
standards and the negligence of African culture, including African languages” (178).  
 
Language and Culture in the Globalizing World 
While observing the English Language Teaching (ELT) profession, Phillipson 
(1988) noted that “professional training of ELT concentrates on linguistics, psychology 
and education in a restricted sense. It pays little attention to international relations, 
development studies, theories of culture or intercultural contact, or the politics or 
sociology of language” (348). Of particular significance in Phillipson’s observation is the 
parochial view of the profession, especially the teaching of the language in the global era. 
Other scholars share Phillipson’s uneasiness with the lackadaisical approach by ELT 
profession to language teaching. Alistair Pennycook (1993) points out that “it is this 
failure to look critically at global relations that allows for a belief … [such as those that 
promote] … a structuralist and positivist view of language that suggests that all languages 
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can be free of cultural and political influences…” (12). In any case, a few scholars have 
taken the time to consider a different take on the matter, specifically, the all-important 
notion of culture that is in some cases ignored when looking at the question of 
globalization (See also Lieber and Weisberg, 2002). 
Tanzania, a country very proud of its cultural aspects finds itself, to borrow Paulo 
Freire’s words, “culturally invaded” linguistically. This linguistic invasion, not 
necessarily a bad thing in many respects, has had an obvious effect in the country. When 
one talks about language in Tanzania it is natural for sentiments of culture to surface, as 
they are intertwined. Many of the interviewees for the study expressed their views on the 
subject.. “You can’t go anywhere in Tanzania, whether it be the city in Dar es Salaam or 
in the up country without seeing remnants of West” remarks Dr. Sinza, a professor at the 
local university. He continues:  
We are dependent on tourism…what better way than to give them what they want 
and know… to market yourself… the country’s natural resources… and adverts 
are the key. They are everywhere… the Internet, television, on the streets… Coca 
Cola this… TIGO (mobile phone company) that… everywhere! And as far as 
your question goes and the trend these days, many are of course in English… You 
rarely saw that in the days of Mwalimu. Things have changed and we adapt…” 
(Personal Communication, February 25, 2009).  
 
Here the professor is referring the ubiquitous English language billboards lining city 
streets and television commercials advertising household and other products. The 
majority of the companies responsible for the new wave of promoting US style 
consumerism are foreign, and the result of liberal policies of the last 25 years.  
Below are photographs that the researcher took while on the field in Dar es 
Salaam, Tanzania that assents the above statement by Dr. Sinza.  
 





Figure 5: American Garden Hotel/Motel billboard advertisement, Ohio Street, Dar es 
Salaam, Tanzania, February 2009.  The billboard featuring the newly elected President of 
the United States is also significant to the advert due to his the popularity in the country 
of Tanzania and continent of Africa in general. 
 





Figure 6: Man-controlled/pulled cargo vehicle popularly known as “Mkokoteni,” Iringa, 
Tanzania. 
 
With respect to language and culture, Dr. Sinza comments on two recent visit by 
two presidents from China and Turkey in a span of two weeks. “First, what does it say 
about the country when you greet and address both of the leaders in English where they 
spoke their language when addressing us? That was a serious blunder by the (Tanzanian) 
President. It showed that you have no faith in your language… your culture…you are not 
proud of it! What does that say about us? Language is very important kwa Utamaduni 
wetu (for our culture)” (ibid)  
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Another Professor, Dr. Lwaitama also spoke about the two dignitaries’ visit, 
commenting on language, education, economics and culture in a scathing Op Ed in a 
popular daily newspaper, noting: 
These two nations have both become great nations not only because they occupy 
large landmasses but also because they have invested in education in such a 
manner that have managed to strike the right balance for themselves between 
quantity and quality. To have achieved such a feat one notices that both use their 
national languages… as languages of instruction throughout their entire 
educational systems. They have of course, also invested heavily in teaching the 
majority of their people important foreign languages like English. The more 
foreign language proficient among their nationals proceed to access in, say 
English, knowledge and skills generated outside their nations… These scholars 
then immediately pass such knowledge and skills on, in Turkish or Chinese 
publications, to the rest of their compatriots whom English happened to be not so 
good (The Citizen Feb 25 2009) 
 
In agreement with others, Dr. Kibiriti argues, “If some miracle all students in 
Tanzania learn English and they are proficient in it, the question is, how do they 
communicate with the Tanzanian community which is largely Kiswahili speaking? We 
are then talking about de-linking the school or the educated from the community, now is 
that the healthy situation? No! Dr. Kibiriti continues her hypothesis on language saying 
“Ideally, one usually understands their own language moves to learn the next and then 
others after that? Isn’t that what is being done in America, India, Japan and many more 
countries globally? So why do we force out students here in Tanzania to learn a foreign 
language to use for school?” (Personal Communication, February 23, 2009). C. 
Okonkwo, (1983) argues that “there is little doubt that the systematic but frequently 
ignored differences between the language and culture of the school and the language and 
culture of the learner’s community have often resulted in educational programmes with 
only marginal success at teaching anything except self-depreciation” (377) 
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 Sentiments presented here in defense of culture with respect to language are 
similar to those argued by William O’Barr (1976) when analyzing the state of language in 
Tanzania in the 1970’s. O’Barr argued that one of the major reasons for Kiswahili’s 
elevated status in the country was to avoid class formation. Tanzania’s founding 
leadership had feared that by embracing a foreign language, the citizenry, especially the 
youth of the country, would espouse to a foreign culture in a way that could be 
detrimental to the progress of a young nation. O’Barr corroborated these fears when he 
observed, “There is no doubt that the English language has been a stratifying agent in 
countries formerly ruled by Britain…” (76) Where Kiswahili, in the case of Tanzania, 
creates the balance that the country needed in maintain its culture and individuality.   
In most African countries, music is one of the most visible forms of culture. 
‘Bongo Flava’ is Tanzania’s most popular music genre. It is a form of music performed 
and loved by the youth of the country. This study asked one veteran Hip Hop performer 
K.C., his views on the language and its significance in culture. He observed: 
Zamani, wasanii walipoanza kurap katika muziki wetu huu wa kizazi kipya kwa 
muda walikuwa wakiimba kwa kutumia lugha ya kigeni…English. Lakini siku 
hizi kila mtu… wengi wetu tunatumia Kiswahili… Wapenzi wengi wanapenda 
watu wanaotumia lugha yao…Unajua ni vipi hii kitu ilibadilika? Watu walianza 
kuona noma kwa nini watu wengine wanatumia lugha yao lakini sisi hatutumii ya 
kwetu? Hapo ndio mambo yakaanza pole pole. Mara unaona leo jamaa mmoja 
kaimba kwa Kiswahili halafu watu wanaanza kuimaindi nyimbo yake kwa sababu 
watu wanamuelewa… au vipi? Kwa hiyo pole pole ikabidi kila mwanamziki 




A while back when rap music started in Tanzania, a lot of people used to sing 
using a foreign language…English. However, these days the majority of us use 
Kiswahili… A lot of fans like artists who use their language… People felt bad 
about it. Why are others using their own language but we don’t use ours? That is 
when things started to change slowly. One day you will see a fellow sing in 
Kiswahili and people begin to like the song because they understand him… you 
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know what I am saying? So little by little all the artists started to change and 
began to sing in Kiswahili. … [Translation by this researcher] (Personal 
Correspondence) 
 
Cultural exchange has been seen as an important aspect of the new globalizing 
world. Tanzania’s experience with the introduction of ‘Bongo Flava’ musical genre is 
one example of those processes. Fazal Rizvi (2000) conducted a study on Malaysian 
students studying in Australia where culture with respect to globalization was a key 
feature of the study. In the study, Rizvi asserts the significance of cultural flows between 
nations, in relation to international education and identity. Rizvi argues that cultural flows 
between nations are not detached from economic and political realities, and sometimes 
the flows are facilitated by such realities. Further, Rizvi posits that western products (and 
or culture) are much more accessible, have a farther reach, and thus yield considerable 
political and economic power, this has led some observers to speak of and liken 
globalization to “Westernization” which is sometimes referred to as “McDonaldization” 
(ibid). This idea has led many to uniformly declare that we are now living in a “global 
culture,” which Rizvi refutes, pointing out, “ Such one-dimensional view overlooks the 
fact that Western cultural products may be received in different places in different ways 
and that they may become domesticated by being interpreted and incorporated within 
local traditions” (208). Instead, Rizvi argues, “What typifies cultural globalization is a set 
of practices that are transcultural, emerging out of rapid flows of cultures across national 
boundaries, not only through global media and information technologies but also through 
movement people” (ibid 208).  
Rizvi’s observation of “global culture” and how one culture interprets Western 
cultural products resonates with how Tanzanian’s youth have embraced a uniquely US 
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musical genre and adopted it as its own. The youth performers gave it a culturally 
relevant meaning through the language they shared. Despite the reorganization the 
musical form underwent, it does not mean that all traces of its original birthplace have 
completely disappeared. As the artist K.C. noted, there are still some remnants of the 
genre in it that some artists still choose to use a foreign language to express their artistic 
abilities. 
In the same study of Malaysian students, Rizvi (2000) points out that besides the 
large amount of money that flees the country for the purpose of training these students 
abroad, the government has deep concerns about the “Malaysian youth becoming 
enculturated in a Western country, embracing cultural and political ideas considered alien 
to Malaysian society” (211). Rizvi found out that the government’s misgivings were 
misplaced. Although there were some complexities in their responses to the questions 
asked on the notion of enculturation, most students participating in the study found that 
idea of being enculturated in western culture to be unfounded, and they had no need or 
desire to conform to Western culture or ideals of modernity (ibid). However, students 
talked a great deal about the notion of ‘exposure.’ In their view this meant everything 
from culture, religion to language and other social aspects (of living abroad).   
Echoing Rizvi’s conclusion, two Tanzanian students studying in the US shared 
their views on the subject of culture, education and cultural flows in the globalization era. 
Ms. Zabibu, who studies at a Midwestern University, remarks,  
I think globalization has nothing to do of whether one changes and embrace the 
American or any western culture or its ideals as your own. It has to do with the 
individuals themselves and whether they are willing to do that... But I think 
younger students may have a different outlook on this… they are freer and grew 
up with globalization. I grew up in the socialist era… so maybe and I think some 
of our priorities are different (Personal Communication, April 20, 2009). 
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Another Tanzanian student, Mr. Fule, studies at another university in the Midwest, and 
observes: 
 Yes I think it (globalization) has managed to have its impact on culture…African 
culture. This is very true in every way. I mean… look at the way we dress, music 
we listen to and even our expressions… Globalization has given us Bongo Flava!” 
Mr. Fule continues, “I see it in a lot of Tanzanians living here. But one thing we 
managed to always to is to stay humble. We love Kiswahili and always 
communicate in it. We can also listen to our music online… there are now 
clothing line with a Tanzanian theme… so a lot of people … though they have 
embraced the some aspects of the American culture they are still very much at 
home because of the communities we have been able to maintain here (Personal 




Education Policy in Tanzania: Alternative Models  
A number of countries, specifically those in the developed world, have primarily 
adopted a monolingual language policy that has served them well in all sectors of their 
individual societies for the better part of their existence. However, as the world is 
increasingly converging due to some processes of globalization (time and space) that 
have people moving from one society to the next in a relatively short period of time, 
debates and issues of bilingual language policy and bilingual education are becoming 
ubiquitous even to countries that have for long tried to steer clear of issue. In these 
societies, bilingual education debates are marred by sociopolitical agendas that create 
controversies for those seeking alternative solutions in the public domain, specifically 
those that involve matters of education. However, in Africa, almost all nations are 
bilingual and or trilingual. Therefore, there is ample space and reasons to make room for 
a bilingual education because as it currently stands there are serious concerns where 
education is heading.  
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In the case of Tanzania, a number of attitudes surfaced during interviews 
conducted for the study in response to the government’s reluctance to change the 
language of instruction. Researchers on this matter have for the most part faulted the 
government for not rectifying the situation of language, even though it is aware of the 
problem. Researchers have also cited the lack of understanding of the concept of the 
globalization (read English). Though they acknowledge that the globalizing efforts taking 
place worldwide are very important to the country, they criticize the blinded assumption 
that students, teachers, parents and the government have regarding this concept. Studies 
that have been conducted continue to show that all the important actors involved in 
education tend to equate the concept of globalization to learning English. This idea 
becomes very problematic once applied to educational attainment.  
Interviewees for the study expressed strong views on the subject of a change 
language instruction policy. Some of the attitudes that surfaced expressed serious 
discontent with the current policy, where some even proposed possible solutions (in 
concert with study’s view) to the crisis in education. On the subject, Dr. Buyo points out 
“My true feelings on this subject tells me that we should maintain the basic language 
(Kiswahili), and then we teach the other languages like subjects that they are, and that 
includes English…What I believe is that we can do with English as we do with French. 
The only difference is that we will expand resources and other teaching material for it” 
(Personal Communication March 9, 2009). Dr. Kwame reflecting on the subject he 
researches and knows well and argues, “There have been talks over the years of the 
immersion model but that cannot work. You cannot immerse someone educationally and 
linguistically where the environment does not support it. Immersion programs only work 
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where the target language is much stronger, like say Canada… In Tanzania immersion 
cannot work. It will be like…well if it was water, it wouldn’t have even reached you 
knees… Just your ankles… You cannot immerse someone where the condition is very 
shallow. I think a different solution is needed here, and I think the best one is to apply the 
additive model” (Personal Communication, February 27, 2009).  
On this question, Dr. Kibiriti adds, “What we need are educated persons that can 
communicate… link with the local community as well as be able to communicate with 
the international community... There is no need to transit from one language to the other 
for the sole purpose of maintaining those linkages. The more languages the better… 
Adding and teaching young people foreign languages as languages of communication is 
like putting wings on them so that they can fly…” (Personal Communication, February 
23, 2009). Dr. Kibiriti continues, explaining the benefits of an additive bilingual 
education in relation to the current transitional policy: “As it stands now, we a have semi-
lingual policy. We are mixing little things here and there that create very confusing 
students’ as they are really not fluent academically with either language. Additive 
bilingual policy is perhaps the best one to undo the damage being created now. Then we 
can have a truly sound bilingual policy” (ibid).  
Dr. Bukoba offers his view on the matter, noting, “I don’t think we need to 
convince them (the government). For example in secondary schools, students are 
currently taught in some kind of code switching. Nobody goes around asking for 
permission to use whatever language. You can’t legislate the language. People will 
always communicate through the language they understand. Even if you restrict them 
they are going to communicate in the language they understand.” Cautiously, Dr. Bukoba 
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adds, “I believe if we continue with the current policy, we will get to a point where it will 
be too late to recover. They (government) have to understand that. We have been 
researching for a long time and I know it takes time. In Europe it took more than eighty 
years to change from Latin to… at that time they used to call them vernacular 
languages…English, French and German. It takes time. We will keep on arguing and it 
will come a time when people will understand” (Personal Communication, February 23, 
2009).  
Additionally, Dr. Kibiriti observes, “It is interesting that right now there is a new 
policy that is about to come out that says that they should start teaching English from 
nursery school. This won’t work. … Teachers will continue to teach the language they 
understand. At the end of the day it won’t be a matter of trying to convince the 
government. We will continue to learn bad English and we won’t understand it to a point 
where people will say ok, I guess it is time we try something else (Personal 
Communication, February 23, 2009). Dr. Buyo concludes in defense of key actors in the 
debate. He posits, “For teachers, this medium (English) does not help. They don’t teach 
the language as well as they should. It is better to accept that fact and give them 
knowledge in the language they understand…I am talking about additive bilingualism, 
and not this transitional we have. We don’t need to transition from one language to the 
other. It is an additive where you have your language and then you learn someone else’s 
language in addition to your own” (Personal Communication, March 9, 2009). When 
presented with a unique case such as the one in Tanzania, most researchers in agree with 
these assessments. Researchers in the country in an effort to reconcile the language 
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question are pushing for some variation of the maintenance bilingual education model to 
be applied in the country’s educational system.  
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Chapter 6 
 
Language of Instruction in Tanzania: Towards a Compromise  
 
I do not want my house to be walled in on all sides and my windows to be stuffed. 
I want the cultures of all lands to be blown about my house as freely as possible. 
But I refuse to be blown off my feet by any  
- Mahatma Gandhi 
 
Currently, both English and Kiswahili are Tanzania’s official languages. 
However, as the country moves slowly towards integration into the new global economy, 
many in and out of the country contend that Kiswahili is regressing as the dominant 
cultural bridge. On the other hand, English has taken a more prominent role in all areas of 
the Tanzanian society -- political, cultural and economic. Citizens, scholars and 
politicians (Mochiwa, 1991; Trappes-Lomax, 1985) alike are concerned with the slow 
evaporation of the Kiswahili language and are making their voices heard in debates 
regarding the capacity of English to serve in the best interest of the country and its future. 
As noted throughout, the language debate in Tanzania has two opposing groups: the pro-
English group on one side and the pro-Kiswahili group on the other.  Mulokozi (2001) 
writes “The pro-English arguments are largely technical and international: They reject 
Kiswahili for now (if not forever) because there are not enough scientific terms, not 
enough books, the cost would be prohibitive, we need an international language; English 
is the doorway to science and technology; we have to communicate with other people” 
(3). On the other hand, Mulokozi notes, “The pro-Kiswahili debaters emphasize the 
pedagogical aspects that children learn better in a language that they know best; the 
general lack of English among teachers and pupils; the failure for English to deliver “the 
goods” up to now; the alienating role of English in Tanzania; the danger to sacrificing 
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knowledge to foreign language acquisition; the need to democratize education and 
cultural pride…” (ibid). 
As is evident from Mulokozi’s observation, Tanzania is faced with the dilemma 
of deciding the most appropriate language of instruction in education, particularly at the 
time when the country is increasingly facing the looming danger of loosing its autonomy 
due to the hegemonic atmosphere created by globalization which “has ensured that 
national culture, including language, is sidelined in favour of foreign, mostly Anglo-
American, culture and language” (Mulokozi, ibid. 4). 
A number of countries, specifically those in the developed world, have for most 
part adopted a monolingual language policy that has served them well in the education 
and other sectors of society. However, as the world is increasingly converging due to 
some processes of globalization (time and space) that has had people moving from one 
society to the next in a relatively short period of time, debates and issues of bilingual 
language policy and bilingual education are becoming ubiquitous even to countries that 
have for long tried to steer clear of issue. In these societies, bilingual education debates 
are marred by sociopolitical agendas that create controversies for those seeking 
alternative solutions in the public domain, specifically those that involve matters of 
education. However, in Africa, almost all nations are bilingual or trilingual. Therefore, 
there is ample space and reason to make room for a bilingual education because there are 
currently serious concerns about education.  
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The Bilingual Education Enigma  
When it comes to bilingual education, Tanzania is a unique case. Most bilingual 
models tend to utilize the fact that students entering the programs are at a disadvantage 
and they need to be put either in a transitional program or an immersion one. It is a 
classic case of assimilation. In Tanzania, things could not be more different. The 
government currently insists that the country has a working bilingual education policy 
program. However, if we examine the current system in Tanzania, we see that what the 
country really has is a ‘pseudo-bilingual education’ policy at best. The bilingual 
education model that the country adopted is designed and resembles what scholars in the 
field have categorized as transitional bilingual education model. Transitional bilingual 
education model’s sole purpose is to prepare students to adapt to instruction in the 
majority language, or in this case the school language.  
Tanzania has a clear opposite of what has been traditionally applied to bilingual 
students using the transitional model. The majority language in Tanzania is the 
indigenous language (Kiswahili), and the language of instruction is the foreign language 
(English), a minority language. After their primary education, students in the country 
transition from Kiswahili to English, where they are supposed to be competent in the 
language as it is the language of school.  As the study has so far demonstrated this model 
has not worked for various reasons, primarily because English is foreign to most students. 
It is the opinion of this study that Tanzania’s bilingual education can be best described as 
a “submersion” bilingual model. The submersion bilingual education model is described 
as a model of instruction through a language that learners do not speak. Tove Skutnabb-
Kangas (2000) describes this model as “sink or swim model... where linguistic minority 
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children with low status mother tongue are forced to accept instruction through medium 
of a foreign majority/official language with high status...” (582). 
Because it has been clearly established that the transitional bilingual education has 
not worked in Tanzania for the past forty plus years since independence. The study 
proposes a model that has worked successfully in other developing countries around the 
world, and has the potential to work for Tanzania. Some countries that have adopted 
bilingual education initially employed several models, and in some cases blended several 
aspects of different models to accommodate the needs of their individual societies.  
 
Maintenance Bilingual Education and the Future of Tanzanian Education 
  As Cummins (1979) and others have proposed, the best possible bilingual model 
is one that utilizes the student’s first language for the best learning outcome. After 
examining closely the debate of language in education in Tanzania and education models 
available, it is the opinion of this study that Maintenance Bilingual education is one of the 
few models that can work to revitalize education in the country. One of the main reasons 
for this decision is that this model does not advocate for each extreme, but looks to find a 
common ground between the two; a reasonable compromise that can be satisfy the parties 
on each side of the language debate. Interestingly, the other reason that led this research to 
propose the maintenance model is spurred by the first. While the two parties are fiercely 
opposed to one another, the most important demographic is suffering: the students. 
Nevertheless, plummeting educational standards due to LOI incompetence amongst 
students and teachers, is another main reason this research is introducing and proposing 
the aptly named bilingual education model for Tanzania. Coincidentally, some language 
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researchers in the country also agree with idea of introducing an additive model in 
education as seen in data findings and discussion above. 
 
Maintenance Bilingual Education Definition 
Unlike the ‘transitional bilingual’ model which employs a ‘subtractive’ method in an 
attempt to replace a child's native tongue with English, the maintenance model which is 
sometimes also know as the developmental bilingual model, is designed as ‘additive’ 
model that helps to enrich the student abilities by adding to his or her linguistic repertoire 
while strengthening the local or first language. Roy-Campbell (2009) notes” 
“The maintenance model, as its name suggests, allows the students to learn in the two 
languages, the home language and the school language, simultaneously.  There are various 
configurations of this model ranging from: dividing the school day into 2 parts and 
alternating the use of the two languages for each part of the day; some subjects taught in 
one language and rest in the other language; or subjects taught in the L1, by one teacher 
then taught in the target language by another teacher… The ultimate objective of this 
additive model is to use the two languages, 50/50 in the later grades, so the students 
become competent in both languages” (8). 
It was noted by many in the field that the former model (transitional) when used in 
many educational system settings, it has been, in majority cases, associated with low level 
of proficiency in both languages and underachievement in school. On the other hand, the 
latter model (maintenance) has shown to create great achievement amongst students, as 
well as continuing the development of both (or multitude of) languages. Because of its 
approach to learning: preserving and enhancing students' skills in the mother tongue, a 
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language familiar to them since birth, students are able to acquire a second language with 
relative ease than the traditional transitional approach. Moreover, maintenance bilingual 
education is considered an enrichment model where one of its important aspects is adding 
to students' linguistic abilities. This model gives students the best chance to continue to 
develop educationally utilizing both languages. Therefore, given the current state of the 
world where the globalization and its many attributes feature prominently in the business 
and education sectors, wouldn’t a child with multiple linguist skills be much more 
valuable than one without? It is only reasonable to note here that bilingual maintenance 
approach can work wonders for the country’s development agenda. Through the 
maintenance model approach to learning, not only would students coming out of school be 
able to communicate with the outside world intelligibly, they will also be able to use the 
approaches learned to connect with local needs. This research deems this approach the 
best option for the country as it covers all sides of language debate. 
Throughout this study, we are reminded of the significance of learning through the 
mother tongue. Researchers in Tanzania, as well as others in Africa and around the world 
have demonstrated cognitive and other rewarding aspects of learning through a familiar 
language (i.e. LOITASA, PROPELCA and the Six-Year Primary Project). We have also 
seen that the most important aspect of the future of Tanzanian society, the children are on 
the receiving end of a clearly ineffective and damaged policy. In other words, students are 
being penalized and scarred for life academically through an ill-equipped policy, such as 
the current transitional bilingual policy. One of the reasons for this academic ‘scarring’ is 
highlighted by Jim Cummins’ (1979) theory of linguistic interdependence where he 
conceives that early exit transitional model of bilingual education does not fully facilitate 
  167 
the development of literacy in the mother tongue to eventually prepare students to 
competently engage and learn the target language (L2) for schooling purposes. In this 
case, students do not reach what Cummins refers as the Cognitive Academic Language 
Proficiency (CALP). This form of academic language proficiency is possible when 
students reach what Cummins calls the ‘threshold’ in their mother tongue or L1 where 
they will be able to use skills learned in L1 to cope and learn the demanding skills and 
requirements of utilizing the target language. 
Moreover, as noted in the study Tanzania has a serious shortage of good teachers, 
specifically those teaching the foreign language (English), as they are in most cases the 
product of the same education. Therefore, students in the critical early years of education 
(seven years of primary school) also do not receive very good instruction in the target 
language (English). In many respects it is suggested that a strong foundation in L1 is 
critical to a student’s cognitive development. Quoted in Cummins (1979), Toukomaa and 
Skutnabb-Kangas (1977) note:  
The basis for the possible attainment of the threshold level of L2 competence 
seems to be the level attained in the mother tongue. If in an early stage of its 
development a … child finds itself in a foreign-language learning environment 
without contemporaneously receiving the requisite support in its mother tongue, 
the development of its skill in the mother tongue will slow down or even cease, 
leaving the child without a basis for learning the second language well enough to 
attain the threshold level in it” (p. 28). 
 
This study therefore recommends that instead of continually commissioning yet 
more studies on the effectiveness of language in schools, the Tanzanian government 
attempt to follow the suggestions of numerous studies and institute several experimental 
schools, utilizing maintenance (additive) bilingual education. The government and its 
policy makers should seriously look into other successful bilingual education programs 
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such as the one that is being conducted in Cameroon, and that currently operating in the 
Philippines’ educational system.  
 
Conclusion: Re-engaging Research Questions 
The question of language policy and who it was intended for and more 
specifically, for what purpose, is in theory already addressed in Tanzania’s education 
policy overview guideline. However, as evidenced in this study, there is still a need 
further clarification from the policymakers position. Tanzania’s Ministry of Education 
and Vocational Training (MoET) proudly asserts, “a nation with high level of education 
at all levels; a nation which produces the quality and quantity of educated people 
sufficiently equipped with the requisite knowledge to solve the society’s problems, in 
order to meet the challenges of development and attain competitiveness at regional and 
global levels” (http://www.tanzania.go.tz/education.htm).  The MoET statement sounds 
nice, but for some, specifically, children from poor backgrounds who cannot afford a 
private institution, it remains an unreachable target. Although deplorable educational 
conditions in the country may not be specifically of the government doing (economic 
climate), they owe it to the people it serves to rectify existing conditions. One way of 
remedying the state of education that can be in the form of revamping the education 
sector to reflect the ideals professed by the Arusha Declaration of 1967. , The current 
policy is doing a disservice to the majority of the school age children in Tanzania. 
Something has to give, and it has to happen soon, otherwise as Tony Zakaria (2010) 
noted earlier “in a few years there will be civil war initiated by dissatisfied masses to 
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fight what they perceive as feudal system of education…” 
(http://www.dailynews.co.tz/columnist/). 
On the second research question of whether there is the potential influence of a 
dominant language on developmental policies related to education, the economy and 
political participation, the answer is an absolute yes. Modernity as a byproduct of the 
processes of globalization has had a tremendous influence in Tanzania’s language 
policies in school and around the world. And when one thinks of globalization and the 
developmental policies it advocates, language usually comes to the forefront. Modernity 
equals globalization, and globalization equals modernity. For example, if we look back at 
the many studies done on language, and in the case of Tanzania, the Crisper and Dodd 
study, we begin to see why a dominant language such as English can have such an impact 
on developmental agendas. One only has to ask oneself this question: why didn’t the 
British Council’s financed Crisper and Dodd study didn’t recommend what they found in 
the field, but instead did the opposite? The answer might be that English language 
teaching itself is a more than a billion dollar industry (see Pennycook and Crystal for 
more on this). Nevertheless, one has to also think about acquiring resources (i.e. books, 
media and computer programs) that come with language teaching, which add several 
more billion dollars. In any case, globalization as an ideology transcends nations and 
boundaries, generating powerful sentiments affecting the world over. As noted previously 
in this study, most of the language policies that have been implemented or adopted and 
those currently operating in many poor societies are operating as a matter of expediency. 
Language policies in many developing nations such as Tanzania are meant to expedite 
the globalization-modernization developmental agenda, whether of benefit economically, 
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politically, or socially. Policy-makers in Tanzania must recognize that many current 
language policies implemented are creating deplorable injustices, especially in the 
educational arena. Elitism in education is rampant in the Tanzania. Remarks such as the 
ones made by the former Tanzanian minister of education on language are proof that 
some leaders in the country are so involved in cultural reproduction for the sake of 
preserving their place in society that they are ignoring the cries and pleas of the people 
they are supposed to serve and protect their future. 
As for what constitutes the most effective linguistic policy for the education of 
Tanzania’s students given the conflict that exists with respect to language policy in the 
country, this study has analyzed, proposed, and challenged policy makers in Tanzania to 
do the right thing and reconsider its policy position on language in education. This 
research believes and has proposed the maintenance bilingual education as a model for 
the future of education in the country. This bilingual policy is one of the very few that 
can work in Tanzania as it is the only one that can bridge the gap between the two 
contesting views in the country. More importantly, because of its ‘additive’ nature, 
maintenance bilingual education will continue to help enrich the student’s abilities by 
adding to his or her linguistic repertoire, a necessary attribute to developments that the 
country’s policy makers revere. This important model can unite the country towards one 
goal. It is also a necessary tool that can formally and academically enhance what most of 
the country’s schools are already doing: code-switching. The maintenance bilingual 
model can balance out existing norms that one researcher in this study referred to as an 
impossible situation when he noted, ‘you cannot stop or legislate language. People are 
going to speak a language they are comfortable with’, so why not honor the peoples’ 
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wishes? Shohamy (2006) summarizes this idea of noting, “Language is like life. There is 
an inspiration for order, for control, for possession, driven by fear of the unknown, of the 
powers and sources of evil. But there is always the reality that language, like life, cannot 
be controlled” (167).  
Understandably, there are many skeptics of the suggestion of employing a 
maintenance bilingual education in Tanzania. We have seen evidence from government 
officials, teachers and parents alike wanting no part of utilizing the mother tongue as the 
lead medium in all levels of education. However, according to researchers in the country, 
there are ample opportunities to put into effect experimental schools that can employ a 
different model of education. This is especially true in some remote areas of the country 
where parents are struggling to pay for their children’s education. Drastic as it may 
sound, if given an option of enrolling their children in one of these schools or pay out of 
their hard earned and meager funds, most parents will agree to have their children enroll 
in one of the experimental schools as opposed to having them sit at home without an 
opportunity to earn an education.  
The Tanzanian government and especially policy makers need to take into 
account the fact that with all the resources (internal and external) that have been poured 
into research on language in Tanzania over the past 40 years, the country could have had 
its answer by now. The quest to find a sound bilingual education policy is feasible and 
can be economically fruitful. Numerous research findings have noted this fact. It is more 
expensive to produce semi-lingual students than it is to fund several experimental schools 
that can define the future of education and, more importantly, the well being of the 
country for generations to come. 
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Salient questions in the language debate still linger in Tanzania. This study 
addressed questions concern and different views were expressed in an effort to find a 
concerted solution. However, as the study has revealed, even though the question may 
seem straight forward, the answers are complex. A nation cannot achieve “a high level of 
education at all levels” where its students are struggling to find their cognitive abilities 
through a confusing and unfair language policy. Given the conflict that exists with 
respect to language policy, it is important to once again re-iterate to policymakers the 
importance of finding a suitable and most effective linguistic policy for the education of 
Tanzania’s students.  
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